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PREFACE

This monograph,io designed to provide a comprehensive de-
scription of the goneral design and of the instruments uoed in the
Wiscoﬁsin Teacher_Eduoation.Research Project. It provides an
immediate refereﬁco for our staff as they analyze data and pre- i
pare research reports. It is hoped that this monograph will be ;
of value to nther researchers iﬁterested in detailed descrip- %
tions of instruments which have been developed as a part of this
project. It will not always be feaoible}in journal articles to i
discuss fully the development of instrumonfq and thus it is ah-
ticipated that frequent reference to this monograph will be,made.

The staff of the Teacher Bducation Research Project rec-

ognizes the preliminary nature of this five-year iqvestigation,
Twc aspects of our work'remain to be explored.‘,first, thero

is the exploration of many questions which orise from the
tentative findings of this research. Second, there is the
utilization of instruments and techniques developed thus far

in the implementation of tentative findings for both in-service

education and the University of ‘lisconsin pre-service teacher
education programs, Efforts are currently under way to de-
velop the rosouooes and the state-wide cooperation among various
agencies needed. to facilitaie the follow-up activities.

The detail in which instruments are described in thie

xi




report depends upon the extent to which the instrument or its
use is unique to this particular praject. If the instrument has
been adequately described in the literature, our report is limited
to describing the manner in which it has been used with our
population. In those instances in which we have revised or
adapted an instrument originally developed by others we refer
'the reader to the report of the original research end describe
the manner in uhich the instrument vas revised. The instru-
ments which were developed specifically for use in this research
are described in detail, indicating (1) the rationale for the
development and use of the instrument, (2) the manner in whioh |
the instrument was used with our population, and (3) the spe- |
oific nature of the instrument. S o

A

- It is appropriate at this time to identify some of the i
.indiViduals who have contrihuted to the success of this prOJeot.
Of primary importance are the three ‘members of the Bxecutive
Committee. Dr. John Rothney, Dr. Carl Rogers, and the late o

-~ e *

Dr. Virgil Herrick submitted the original proposal to the |
National Institute of Mental Health and contributed ‘much of.‘ ’
their wisdom, interest, and time during the first four years,ﬂ.:
Dr. John withall served as Director of the pro:ect in its first
three years from 1959 to 1962 prior to his beooming the University
of disconsin representative with the Peace Corps in the Ivory
Coast, Africa.. The system of categorizing teacher communic- |

tion utilized in the study was suggested by Withall's Social-

.
‘4 ‘ ) oo,

#A11 instruments .originating with or ‘substantially revised
by the project are reproduced in the Appendices.

xil




Emotional Climate Scale(24). Dr. John Newell of Tufts Univer-

sity and Dr. W. W, Lewis of Peabody College for Teachers were

project associates during the first years of the study. Cur-

rently, the Coordinating Committee for the project is composed
of M. Vere DeVault, director of the project; Dan Andersen and.
Frank B. May, Assistant Professors of Lducation; Patricia

Cautley, Project Associate; Dorothy Séﬁin, Project Associate,

the only pe~son who has been agssociated with the project from

the beginning;‘and Michael Bohleber, who has served as the chief

data processor; Members of the Coordinating Committee have

assumed a major responsibility for the preparation of this

monograph. e are particularly grateful to Dan Andersen for |
his service as general editor. Many graduate assistants have
contributed significantly to the project at various stages of

its development. A major portion of the assistants' time has

been devoted to training sessions, categorizing communication
behavior of teachers in classrooms and on tape, and collecting
data through interviews and various'testing procedures. Among
those who have contributed in this manner are Brian Heath,
Terry CoBabe, Susan Reiter, Barbara Moeley, Don Miller, Ken
Kosier, Beldin Hare,.Stephen Mann and Brenda Pfaehler. Herbert
Wenger and Donroy Hafner have acted as liaison with the public
schools in which our subjects have served as students teachers

or as beginning teachers. Richard Cook assisted with the

analysis of data during the summer of 1962. Dr. John Antes,
now at Oberlin College, served as an assistant on our project
during which time his own dissertation was developed and

xiii




completed (1).
ifembers of our project team are indebted to Dr. Julian
Stanley and his students in the Laboratory of-Experimenfal

Design for the nany hours of valuable assistance they have

provided. Those who have given most generously of their time

include Les McLean, Gene Class, Dave 'liley, and 3ob Remstad.

Certainly our warmest thanks go to our subjects who have
given generously and unselfishly of their +ime both as undar-

gradustes and as beginning teachers. ‘e are very much indebted g

to them and also to their administrators and co-workers who

have been most cooperative. Mr. Anthony Farina, a Madison 9
principal, joined our staff during the summer of 1963 and ana- {1

lyzed some of the interview data particularly relevant to the

pre-service training program in the public schools.

Frank ifay and Stephen Mann were of particular assistance
in the final stagze of manuscript editing and in achieving-coh4

tinuity throughout the monograph.

Finally, our thanks go to !liss Nadine talsten, for her

tireless effortin managing the "little details" so necessary in

this type of venturej ilre. Diane Davis for her excellent work in
typing the final manuscriptj and to 'our secretary and administra-
tive assistant, !liss Elizabeth Klein, for the quiet, cheerful
and efficient manner in which she facilitates every endeavor.
M.wV;fe DeVQult
Director '
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CHAPTER I
' DESIGN OF THE STUDY

Background of the Study

The Wisconsin Teacher Education Research Project is one
of four projects, supported since 1958 by the National Insti-
tute of Mental Health, that is studying tﬁe influence of teacher
education programs on the professional development of teachers.*®
The project is an expression of the desire on the part of the
University of Wisconsin School of Education staff to investi-
gate and improve its teacher education program. The study
relies heavily on the fact that the University, being the major
educational institution in the state, has maintained over the
years a close working relationship with the school systems of
many urban and rural communities. Throughout the state of
Wisconsin over 60 school systems are now cooperating with the
University in programs of teacher preparation and educational
research.

The locus of the Wisconsin study is the elementary teacher

education progran, Notwithstanding an interest in all levels

#The other three projects are located at the Bank Street
College of Education in New York City, San Francisco State
College, and the University of Texas. The four studies are
independent of each other in objectives, design, and methodology.

'l-
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of the teacher education program, it soon became evident to the
project staff that the logistics of working with the various
secondary education programs was too great to make their in-
clusion feasgible. The undcrgﬁa&ﬁate elementary program allowed
greater control of the agademig gct}vities which the students

experience.

Design of thevﬁrudz:..

v .t

_:The purpose of this study was to investigate the effects
‘ggug;ffergntJ§n§tyuct§onal‘approaches upon college students
pp@pgning:tghb@,eJemgnt;yy school teachers. Although the

majgp,cpgcspnzwga_withwthe mental health of the pupils they

woulp}u;t%gately,teach, two related questions were asked wbicp

influenced the design of the research. These questions were:

(%)5QPAF;18-th° influegge'of Qiffgqent ingtrugtional agproach;Q
in pqgcper-trgining program upoﬂ‘the attitudes, peréeﬁtion;f‘
and behaviar of student_teachers? and (2) What qspec:;hsf N
teacher. behavior and perceptions, if any, have a measufable
influence upon mestal health in the ciﬁsspoom? |

.. From itsg vgpy_inception, the research waﬁ pecégniz?d

and explicitly defined as an exploratory-descriptive task.®

' aSelltiz, Jahoda, Deutsch and Cook (1961) define explora-
tory studies as those whose purpose is ."...to gain familiarity

with a phenomenon or to achieve new insights into 'it, often to "
formulate a more-precise research problem .or. ta.develop hypotheses;

and they define descriptive studies 2s those whose purpose 18
"to portray accurately the characteristics of a particular

individual, situdtion, or ‘group (with or without specific initial

hypotheses about the nature of these characteristics);...to

4

determine the frequency with which something occurs or with which

it is associated with something else (usually, but not always,
with a specific initial hypothesis)..."

b':
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This led to the further recognition that the original design

of the research would be limited necessarily to a skeletal one,

with more detailed design to‘evolve as the research progressed.
The broad design delineates the investigation of three

sets of variables and their interrelationships. The first vari-

able, different instructional approaches, is considered an

independent variable; the attitudes, perceptions and behavior

of the pupil-subjects in the classroom are considered to be

the dependent variable; and the intervening variable is con-

ceptual: zed as the behavior and source characteristics (atti-

tudes and perceptions) of the teacher-subjects, since any effects

of the instruction at the University level would have to be

transmitted through them to the pupils in their classrooms

and would presumably be affected both by their underlying atti-

tudes and their behavior.

The first, or independent, variable is an experimental

variable, which, it should be noted, further characterizes

the study as quasi-experimental: three different instructional
approaches were employed in two required courses in the elementary
teacher education program at the University of Wisconsin--
Education 73, "The Child: His Nature and Needs," and Education
75, "The Nature and Direction of Learning." The nature of

these three instructional approaches is described in Chapter

IX. Suffice it to indicate here that Approach I, the "concept-
oriented" approach, focused on the development and understanding
of principles and concepts derived from the subject matter of

Education 73 and Education 75. Approach II, the "case-study-

e A e A w0 1y e ©




T
oriented” approach, handled the subject matter of Education 73
and Education 75 from the poxnt of view of its relationship

to and impact on the learning and development of the child as

a unique 1ndiv1dual this approach emphaeized the use of case

studies of children.. Approach III, the "learner-orierted" approach.

characterized by freedom of express_on and self- selected learning,
aimed at developing better self-understanding on the part of the
students enrolled in Education 73 and Education 75. These
instructional approaches have been studied primarily in two
ways: (l) by analySis of the communication pattern of the
instructor during the class sessions, and (2) by analysis of
questionnaires from the students indicating their attitudes
toward various aspects of the courses.

The teacher-subjects whose behaVior, perceptions and.

attitudes comprise the 1nterven1ng variables have been studied

as they progressed from students in the University to full-

time teachers in elementary classrooms. Their attitudes, values,
and perceptions have been recorded over this period through
interviews and questionnaires in order to obtain some under-
standing of the kinds of individuals they were when they began
their training, how they changed during this period, and

whether these changes were related.to the different instructional
approaches which they experienced in Education 73 and Eduation
75. o | | |
. In thinking of these subjects as potential transmitters
of any influence experienced at the University level, it was

clear that we also needed to study in some systematic way their
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behavxor 1n the classroom, both durlng their practice teaching
and full-tlme teachlng, 81nce only through thelr interactlon
with thelr puplls would they transmlt any effects.i Although
it is p0581ble to observe and study behavior 1n many dlfferent
ways, the communlcatlon behavior of the teacher was selected |
as representlng a mawor part of the 81gn1f1cant interaction
of teachers with thelr puplls.

In studying the dependent variable--the attitudes, per-

ceptions, and behav1or of tbe pupil- subjects in the elementary
classroom~-we have selected two aspects of the individual' s‘r
functlonlng. One 1is the way in which the individual sees hlm-
self and can be dﬂflned ooeratlonally in terms of his self-

concept and his 1deal-self. The other is the way in whlch the
1nd1v1dual perceives the interpersonal classroom env1ronment,

measured by the Chlld'“ perceptions of his peers, hlS teacher,

and his learning experiences.

This overall design is summarized in the following diagram:

Independent Variable Intervening Variables Dependent Variables
University Instructor Teacher-Subject Pupil-Subject
A. Instructional B, Attitudes, Values, C, Attitudes, Percep-
Approach in Perception of tion, Behavior
Teacher > Teacher-Subject > of Pupil-Subject

Preparation

. l Communication
Behavior of

Teacher-Subject
in the Classroom




Populaticn of the Study

" The research subjects for this study conszatod of thouo
1ndividuals enrolled in the Education 73 - Eduoation 75 sequonco
in the Fall-Spr;ng semcstere, 1960, and Fall-Spring scmeatoro, '
1961. Thoso students entoring the program in 1960 oompriaod
Wave I and those entering in 1961 comprised wave II. The sub- |
jects were randomly aseignod to one of three Education 73
sections, which had as its main concern the 3tudy of child
growth and development.i They maintained the same grouping
for Education 75, ‘where the emphasis was on human learninaa

With the exoeptzon of two male students, one in wave I,-
approach I, and one in Yave II, approach I, ‘the population
was femalo. The pOpulatxon totals over the three years,as shown
in Table 1, give an indication of the attritxon rate of subjocts
of the atudy. | |

The toachor-subject population was concentrated‘in and
around Madison during their undergraduato and atudent trainiog
expérienoo. Upon graduation and employmont, the population
extended from coast to coast (see Table 2).

In additlon to the teacher-subjeot population, data were
also collected on the pupils of each of our teacher-subjects.
For clarification of presentation, .population of children
will be referred to as pupii-subjects.

Table 3 indicates the pupil-subject, teacher-subject
population distribution by approach aod'grade level. The

dual figure shows pupil-teacher ratio in each category.

| [Kc
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TABLE 1

DISTRIBUTION AND ATTRITION BY SEQUENCE AND
APPROACH OF TBACHER SUBJECTS WAVE I o

Sequence ”:“”. R ”Abprbééﬁ“m B e L
1 - . I - - -.III ..
Juniors - ‘ : 19 . 29 1 « IR TSPRRRYY - M
(1960-61)
Seniors. 16 18 .- 17 51
(1961-62) | "
| Teachers 18 117 10 - 35
(1962-63) . - . |
| . ~ TABLE 2
! DISTRIBUTION BY AREA AND APPROACH OF FULL-TIME
l TEACHER-SUBJECTS, WAVE I '
| Area | o Approach Totals
I I1 III

Madison, Wisconsin 9 2 Y4 15

;l Wisconsin 2 s 6 ' 3 11
(Outside Madison) :

[ Minnesota = -+ 1 1
Illinois - 1 .1

E Ohio » : 2 2 -

- Colorado z 2

~ California 1 - 1 B 3.
Totals - 14 11 10 35
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TABLE 3

DISTRIBUTION BY APPROACH AND GRADE LEVEL OF
PUPIL-SUBJECTS AND TEACHER-SUBJLCTS, WAVE I

Approach
11
——— 32/3
15/1 101/6
— 27/2
3 41/2 37/2 15/1 93/5 “%
Y 121/5 45/2 43/2 210/9 -
5 40/ 2 63/3 ———— 1u3/$s
6 24/1 59/2 20/1 103/u
56 6 ———— 23/1 ———- 23/1
Totals 288/1L 243/11 161/10 692/35

#pupil/teacher totals

Scheme for Data Collection

The data collection may be described in three phases:
(1) Junior Sequence--Education73 - Education 75, and Education

31, (2) Senior Sequence--Education 41, and (3) First year Full-

Time Teaching. Table 4 gives a chronological breakdown of the
schedule for data collection.

In Education 73 and Education 75, the regglar class ses-
rions (50 minute sessions) of each of the three instructors

wzre routinely tape recorded during the two semesters. Six times

: ERlc

Full Tt Provided by ERIC.
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TABLE 4
SCHEME FOR DATA COLLECTION

Instruments Data Collection Period

Junior Sequence Pre Post
(Ed. 73-75 and Ed. 3la-31b) Sept.- May--
Oct. June

1. Perception of self and others--

Teacher Report: "Our Class" X p
Teacher Report: Cartoon Situations Test X p
Teacher Report: Semantic Difierentials X X
Teacher Report: Structured lnterviews X X
1
2, Communication pattern-- ;
Taped Observation (Ed. 73-75 instructor) (every class sesgion)
"Live" Observation (Teacher-subject in 3la-3lb) X , X
Senior Sequence Pre Post
(Ed. u41) Sept. or Jan. or
Feb., : May
1. Perception of self and others--
Teacher Report: Semantic Differential B X
Teacher Report: Structured Interviews X X
2. Communication pattern--
Taped Observation (teacher-subject) X X
} First Year Teaching | Pre Middle Post
: Sept. or Jan. or May or
. Oct. Feb, June
i Teacher's Battery |
1. Perception of self and others --
} Teacher Report: Semantic p P X
, Differential
- Teacher Report: Structured X X X
Interviews
- Teacher Report: Sixteen Personality X p X
Factors ' -
5 Teacher Report: Teacher Communication X X X
1 Scale (Actual-Ideal) :




.....

;ABLV u--Contlnued

First Year Teaching - : Pre - = Middle  Post_
f L Sept. or Jan., or HMay or
Oct. Feb. June
) Teacher Report: Children's
Communication SZale S X X
Teacﬂer Report: Children's ' B
‘Behavior ‘Characteristics: -~ — -~ x -~ X SR
Teacher Report: thildren's e o |
Porsonaliez_Factors Cox X X

2. Communlcatlnn pattern ! o Lo ,
Taped Observation (teacher-subject)'a S . X

Children's Battery

l. Perceptlon of self and others
Child Report: Teacher Communi-

.. :cation Scale (Actual=ldeal). R ¢ LR X
ChIId Report: Peer Communication
.. Scale : X X x
Child Report: Actual-Ideal Behavior
Scale. . X _ P4 X
Child Report: Peer Behavior
Characterlstlcéggéai‘ x x X

Cchild Re port._éﬁITarenTs Personal;ﬁz
uestionnaire Early School

rsonalltz guestlonnalre X X X
Chi eport: Schoo ttitude Scale X x x
Child Report: Peer Choice Ratlgg .

Scale . X | X 4

~during the year, the thrég instructors were observed and their
communication categorized by trained observers, using the Four-
teen Category Obseryation Scale (see pages 71 to 74). As part
of their sequence of courses, Elementary Education majors are
enrolled in their junior year in Education 31la (taken concur-
rently with ﬁducation 75). Education 3la-b is designed to
provide curricular instruction in Social Studies, Reading,

Arithmetic, Language Arts, and Science. In addition to the
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campus meetings, the students also spend two, one-half day
periods per week in a public elementary classroom as a tazacher-
participant. Once during each semester, while working with
children in the cle¢ssroom, the teacher-subjects were obzarved
and their communication categorized by trained observers using
tﬁe Fourteen Category Observation Scale. In addition to the
observation of communication behavior, pre and post measures
were made on the teacher-subjects with respect to their per-
ceptions and attitudes toward self and others during.the Junior
Sequence., ;
In Education 41, the course taken during the senior year ;
which cqnstitutes the student teaclting requirement of the pro-
fessional sequence, the perception of self and others was again

measured by use of the same instruments employed in the Junior

Sequence. Two recordings, one early and one late in the semester,
of the communication behavior of each teacher-subject were
made and analyzed.

In the full-time teaching experience, the data collected
about the teacher during three visits to the classroom in
October, January and May, consisted cf a written questicinaire
with items relating to his perceptions of himself and of the
pupils with whom he was working, an open-end questionnaire
which dealt with his general attitudes, and three tape recorded
observations of his communication behavior. The children's
battery consisted of measures of the children's perceptions

of themselves, their peers, and their teacher, as weil as achieve-

ment measures and attitudes towards school.
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CHAPTER II
THE THREE IMSTRUCTIONAL APPROACHES

Rationale for the Instructioral Approaches

Independent Variable Intervening Variables Dependent Variables
Unive Pu

rsity Instructor Teacher-Subject pil-Subject
A. |Instructional B. Attitudes, Values, C. Attitudes, Percep-
Approach in Perception of tion, Behavior
Teacher — Teacher-Subjcct of Pupil-Subject
| Preparation

1 Communication
Behavior of
- Teacher-Subject

in the Classroom

The original Teacher Education Research Project proposal
evolved from questions emerging in two instructional groups in
the Education Department at the University of Wisconsin. One

group was a learner-centered seminar. In this group the in-

structor chose to place emphasis on the creagion of a class-
room climate in which learners would feel free to express them-
selves. The pace was set by the class rather than by the
instructor; and the direction and the goals of the class were
keyed to the interests and felt needs of the individual in

the class. Members of the class recognized that this procedure

-13-
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was at variance with the traditional instructional approach,
and felt themselves significantly affected by it. This led

the seminar finallv to discuss the kind of learning they were

experiencing, and to ask what effect such learning might have
on prospective teachers.

The other group, meeting over the same period of time,

asked whether the method of teacher training made any significant
difference +c the prospective teacher. The two groups came E

together to explore what they felt was their common concern.

From their joint meetings the core research problem of the

original TERP proposal emerged--is it possible to identify

variables in instructional approach to teacher training that

will have a significant effect upon elementary school teaching?

The identification of the learner-centered approach as
extremely different from the traditional approach presented

both the opportunity and the incentive to explore this problem.

However, these were not the only approaches used by instructors
in the Department of Education at the University of Wisconsin
at the time.

Because the outstanding feature of the learner-centered
* approach is its insistence that the social-emotional growth
of the learner is at least as important as his intellectual
growth--indeed, that the two must proceed hand-in-hand--it was
believed that the subject matter in which the instructional
approach was to be treated as an experimental variable should

deal with just this particular area, and the courses in educational
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paychclcgy ‘which' treat human’ growth and dovclopm.nt were lhloctcd.
Accordingly, studenf-teachera who were to be the oubjccta of
the atudy were assigned at random to the educational paychology
courses taught by three instructors who were most roproaontativo
of the three approachea. )

Thc_fhaoreficai'éiffarencea between the appfbachesiaﬁi'
outlinad'beleﬁ Thc reader should keep "in mind that these

descriptlons are of the approaches as they are idaally used’

and that the aketches do not’ necessarzly describe what took

place in ‘the experlmental situation.

;.

Note on- Instructional Approach NWo. 1%

The primary intent of the first instructional:method was
to provide the teacher-subjects- with broadly applicable methods .
and concepts. Theoretical rationale fqr this approach to human .
behavior is provided by writers in several of.the social sciences:
Dewey in. education; Kelly in.psycholggy;_ﬁayakaya in general
semantics; and Rapoport in phjlosophy of science, to name only
a few. In varying contexts and at differing levels of abstrac-
tion all of these writers have articulated a need for a way of
dealing with everyday human problems that approximates the
method used in scientific investigation. The method they sug- .
gest is one of developing concepts about human behavior which

have their origins in concrete human experience and which have

#*The material describing these three approaches is adapted
from Newell, John M., Lewis, Wilbert W., and Wlithall, John,
Mental Health-Teacher Education Regearch Project Reaearch
Outline, Madison, 1960. (Mimeographed.) :
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predictive utility for gimilar'experiences in the future. The
content of the course therefore emphasiied a procedure for
construing meahing to behavior by developing (1) concepts,
elaborating concepts iﬁto hypotheses, verifying hypotheses,
etc., regardless of the material to which the concepts have
relevance; and (2) the experiences around.which the concepts
are built, taking the phenomena associated with mental heélth
in the classroom as raw data for concept formation. In this
way, it was hoped that the teacher-subjects would have the

opportunity to develop some understanding of an approach to

generalizing about human behavior as well as familiarity with

some of the existing popular generalizations about human behavior.
In comparison with the other two methods of instruction

used in the study, the concept-building is farthest toward

the cognitive end of the cognitive-affective continuum. It

is designed mainly to give orientation toward accuracy in

thinking and talking about human behavior, with relatively

little emphasis on the teacher-subject's idiosyncratic per-

ceptions of his relationships with particular children in his

classroom. This does not deny the possibility of making use

of personal experiences or classroom incidents as examples

of concepts being developed, but the primary focus is on the

concept-building process rather than with the persons engaged

in the process. It is the intent of the instructor to keep

emotional involvement of the teacher-subjects at a relatively

low level by orienting concepts to "people-in-general." In

comparison with the other two instructional methods, the
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concept-building ecprcach includes'extcnsive control. by the
instructor and 11ttee learner self-determination. Although
accomodat1on to teacher-subject interests are made -in reference
to some of the specmflc case materials discussed, responsibility
for procedures to be used, pacing of the learning proccls, and
evaluation of the learners are centered in the instructor.

The teacher-subjects were introduced to methodological

concepts such as the abstract1on of meaning from experience,

the relationship of symbols to events, operational definitions,
validation of hypotheses, etc., through reading and discussing i
popular expositiocs of general semantics and philosophy of .
science. Ag they begaﬁ to show some comprehension of the

methodological concepts, the teacher-subjects were introduced

to concepts and experiences relevant to a psychological study
of behavior. The content of the course was the presentation. .
and discussion of the developmental stages of the child: in the
areas of intellectual, physical, social and emotional growth

with special emphasis on the way in whichthe child learns.

End-of-course evaluation, in addition to any experimental instru-

ments used for all three methods, consisted of an essay exami-

nation dealing with the content of the course.

Note on Instructional Approach No. 2

In Approach No. 2, the orientation of the course is towards
building up an understanding of what makes children grow the
way they do and "what makes them tick." The instructor makes

it clear to the teacher-subjects that this understanding is
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developed primerily through an intensive etudy and enelysis by

each teecher-subject of the overell development end present

stetus of a given child. Cless discussion, presentetion to the

class of a semple case study es a model, collection of enecdotel [

L

records for the cese study, observetion of children in peer

group situetions in and outside the clessroom as well as in the L—

resources end 1ndiv1dua1 conferences with teechers as needed.

The in-service problems end activzties of eech teecher-

discussion regarding how children grow end develop end hou

«d .

_ U

subJect served as the context of the exploretions, study end . ..1
il

that process effects the teaching-leerning process. []

C e

Besides highlighting the developmentel petterns or steges

1
—

that are identifiable in human growth, the individual verietions

(physicel, emotionel, and 1ntellectue1) of children are brought

out. The uniqueness of each indivzduel's developmentel pettern
is underlined. The influence of the primary group, of culturel

and socio-economic differences, of family structure, sibling

— O = C

reletionships and the peer group on each child's progress and

growth are examined. The teacher-subject is helped and erncour-

| —

aged to assess the significance of his own personel and pro-
fessional values for his teaching effectiveness with an under-

standing of the youngsters in his ‘classroom.

The patterns and principles governing. human growth and
development, procedures for working up a case study; and ways
of using this information to facilitate the pupil's learning

and 4o help him more adequately in his growth and achievement. -

i, e T
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are presented as the class and the instructor deem'it'necessary

and desirable.

Note on Instructional Approach No. 3

The third instructional approach has been labeled the

"]earner-centered" approach. It may be described briefly as

arising out of a client-centered psychotherapeutic philosophy
or orientation although its methods and procedures do not always
parallel this psychotherapeutic orientation. One way of indi-
cating the difference between this instructional approach and
psychotherapy is to distinguish between the terms "therapeutic"
and "therapy." The third instructional approach may be properly
termed therapeutic in that its focus is on the teacher-learner
and his individual needs, ideals and feelings. This approach
is not "therapy" insofar as this term implies a focus on the
personal problems of the teacher-learners as opposed to focusing
on teacher-learners' feelings and personal reactions to indi-
vidual professional problems which arise in the classroom.
The focus of the third instructional approach is on professional
problems viewed from the vantage point of the tezacher-learner.

The teaching method used to implement the third instructional
approach is group discussion although this methodology does
not differentiate this instructional approach from the other
two which also may use group discussion techniques. The term
"group discussion," as used here, refers to the procedure of
encouraging the group members to take the initiative in deter-

mining what is to be discussed by the class. That is, the locus

bt UL b
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of regponsibility for, class content lies primarily with the

teacher-learners rather than with the instructor. The instructor

is primarily concerned with how each teacher-learner feels about

and perceives the topic_underjdiscpéaiij;’wighiﬁrthig;fr;m,_jLH“

O R N Ce N g ez e . e . .3 . . ol . .t
of reference, the 'instructor gerves as a resource person to

provide additional informatioii"or references for a’‘given-jproblem,

as a sdiirce of problemsgtructuring statementr .o restaté ob

clarify the tOpié“ﬁndéﬁ‘diécﬁssion;5and'as'a'péfticip&tihg"ff'

group tiémber 6ffering his own ideag-and feelings' about a topic ' .

as i%*éeéﬁs“&ppropriéfé.'*The;ihéffuctbr“sétsvéértaih-broad'vv

operating limits early in the class meetings. Since the:fdcus:

of: this instructional method is on the problems:of the group - -

membérs, the instructor indicates that the group has. gotten '
together to work on: common-as well as individual problems which
arise in the classroom. The instructor alsoc suggeésts that one
way of approaching these problems is for each group member to
discuss and share situations that are of partizular concern .
to him. The rationale for these structuiing statements is to
focus attention of the’professional-problomksblving aspect of
this instructional approach.

Since the focus of the third instructional approach is:
on problems initiated by-the group members, the goals and ob-
jectives of this approach must be considered from the point

of view of both the instructor and the group members. The

objective of the instructor is to provide a climate within which

common ideas and problems can be discussed, gshared. and examined.

The goal from the instructor's point of view is to permit
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teacher-learners to becoine better aware of how their own atti-
tudes and feelings contribute to and affect their classrqom
efforts. The objectives of this approach are largely determined
by the group members. They may choose to set forth a series
of problem areas they wish to discuss and even formalize this
structure by means of an outline. The group may choose to let
the objectives and goals of the meetings remain in a state of
flux and to evolve constantly as the situation dictates.

One measure of the objectives and goals for the group members
may be provided by an assessment instrument. They could be
asked to indicate what they anticipated getting out of the course,
what they actually experlenced, and how they feel about this
experience in terms of its value in their classroom work .
A second assessment might include a self-evaiuation as a teacher
before and after the instructibnal experience. A mofe formalized
content-type examination might be given tb evaluate their |
understanding of certain substantive materials which are appro-
priate to the course.

The third instructional approach may be differentiatéd from
the other two in terms of several major areas. The first is
the amount or degree of personal involvemént by the teacher-
ljearner in what is being discussed. Since the topics under
consideration arise primaril?Ifrom the needs and concerns of
the teacher-learneps,‘the groupvmembers are considered to be
potentially more‘personally involved with the subject matter
than would be the case for the other two approaches. The least

that can be said is that one member,;the one who introduced




-2 2=
the topic, is deeply and personally:involved‘as-it relates directly
to his teaching and work:in the. classrovi.

The second major area deals witr the kinds of generaliza-
tions or conclusions which might result from this type of
instructional -approach. The generdlizations or conclusions
which the group may draw will be personal and individual in’
nature. It is hoped that each "group  member will arrive at a
better understanding of how he feels about himself, his class,

and what attitudes and feelings are of importance to him as

¢

a teacher and a person.

Documentatlon

The three approaches have been descrlbed. Howewer there
f auains the questzon of whether the instructors who represented
the approaches dlffered from one another in the ways 1mp11ed
by the descrlptions glven. |

Three methods were employed to determxne the answer to this
question: (1) the instructors were asked to discuss their |
approaches before formal and informal groups, in which verbatum
notes were taken; (2) an open-ended interview was held with
each instructor and tape precorded for later analysis; and (3)
trained observers recorded samples of the instructors!' lessons,
using the communication category system.

Each of the above techniques provxded data which substan-

tially document the differences between the instructors in the

expected ways. A review of the 1nstructors' comments upon their

lassroom methods clearly revealed that thelr emphases corresponded
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to those described above. Withall(24) examind the observa-
tional data from the classroom sessions of the instructors

and reported finding significant differences between the instruce

tors in connection with the communication model, differences

which were theoretically expected and in some cases hypothesized.




CHAPTER III
. TEACHERS' ATTITUDES, VALUES, AND PERCEPTIONS

Rationale for Teacher Percggtion Instruments

Independent Variable Intervening Variables Dependent V Variables
University Instructor Teacher~Subject PupTl-Subject
v N
A. Instructional B. Attitudes, Values,| C. Attitudes, Percep-
Approach in —> ' ' Perception of —> tion, Behavior
Teacher Teacher-Subject of Pupil-Subject
Preparation

\\\\\\\\\\\:;B.l Communlcation ’//////’//////;7
"' Behavior of

Teacher-Subject
in the Classroom
This section is concerned with the selection of appro-

priaté measures in assessing the attitudes, values, and ner-
ceptions of the teacher-subjects. The nature and extent of
the project necessitated the definition of certain requiréments
which our measures would have to fulfill and encompass. Since
one of the objectives was tovdetermine what conditions at the
universify or college level contributed eventually to the mental
health and well-being of children in the classroom, the instru-
ments chosen would first of all necessarily be related to ad-
justment or social-emotional factors. Secondly, they would
have to be compatible with the construct of communication.

25«
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Third, as this research was intended to be exploratory in

nature, the instruments chosen would need to be as complete and

all-inclusive as possible in a regular educational setting,
in order to assess as many aspects of a subject's universe as

possible. The fourth consideration was the longitudinal' design

of the Project which requ1red that the meesures be sens;tive
to change. ' A

If. teeehers' perceptions are’ thought to be cen,tral~ . ,;“ff \J
the t‘aChi“E'le‘rnlnz act;—it 1sa1npertent to determlne how the.

teacher-subject perceives end feels about his competency as

a teacher._ Intimately releted to this is his: degree of satie-

faction with himaelf as a person. Equally 1mportent is the’

way he feels about children. Are_they”quegps to be taught, .
guided and manipulated, df’ere'theyuipdiqidueis with inherent

potentialities for self-direction? " fThe ‘manner in which a

teechep‘pereejves‘apq‘feels about friends and contemporaries

also seems relevant. How he regapds s;gnificent figures such

as parents, professors, teachers and principals also seems to

have some bearing upon the kind of teacher he may become. The

manner in which a teacher envisions the classroom teaching

experience and the way in which he thinks he would act in cer-
tain specific situations is relevant. How the tzacher thinks

he communicates with the pupils in the classroom is pertinent.

How he reacts to material things such as the school itself,
the classroom, materiels, books, and audio-visual aids is
important.

The selection art devising of instrumentati.n to assess
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the teacher-subjects! perceptions in these areas had to take
several considerations into account. The longitudinal design
made it necessary to use"measufes which would be appropriate
for the college instructor; for the subject as a college student,
a student-teacher, and a full-time teacher; for the cooperating
teacher; and finally, for the pupils of our teacher-subjects.®
The final consideration was that the instruments should not be
superficial but capable of providing information about the
subject at various levels of self-awareness. It seemed impor-
tant to collect external or objective information about the
subject, and also perceptual, subjective data given by the
subiect. It was equally important to choose several different
types of measures to assess the same variable in order to gain
confidence in the validity of the findings.

It soon became obvious that it would be essential to choose
from among all the aspects of the subject's perceptual field
those which would yield the information most pertinent to our
research. Atter some'considgration the following areas were
selected. The subject's perception of:

1. himseif as a teacher;

2. himself as a person;

3. others in his environment (children, instructors,
superiors, etc.) and,

4. the teaching experience.

An additional reason for diversity of measures was to.

#Rationale and deseription of the pupil-subject instru-
mentation will be found in Chapter V.

T S U St S NV S T VO LS SN
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"tune in" at whatever psychologicel level the eubject was eble

to communicate., . The externa., obeervetionel dete, together

with the internal, prxvete dete, which would include conacioue

perceptions, ettitudes, velues end perheps unrecognized needl

and mqtivations, would give us a more complete plcture than

either one or the other elone.

The followzng scheme indicetes which of the teecher report

measures were expected to afford dete for each of the four

perceptual areas:

Student Teaching

Full-Time Teaching

1. Self as a Teacher
Teacher Report: Semantic’
Differentials
Teacher Report: Cartoon
Situations Test

2. Self as a Person

Teacher Report: Semantic -

- Differentials

Teacher Report: Our Class

Teacher Rpport Structured
Interviews

3. Others

Teacher Report: Semantic
Differentials

Teacher Report: Cartoon
Situations Test

Teacher Report: Our Class

Teacher Report: Structured
Interviews

4, The Teaching Experience
Teacher Report: Cartoon
Situations Test =
Teacher Report: Our Class
Teaclierr Report: Structured
In*erv1ews

Teacher Report: Semantic
Differentials

Teacher Report: Teacher
Communication Scale

Teacher Report: Semantic

- Differentials

Teacher Report: Sixteen
Personality Factors

Teacher Report: Semantic
Differentials

Teacher Report: Children 8
Communication Scale

Teacher Report: Children's
Behavior Characteristics Scale

Teacher Report: Children's
Personality Factors |

Teacher Report: Structured
Interviews

Teacher Report: Structured
Interviews

Fig. 1.--D15tr1butzon of teecher-eubject reports among o
the four perceptual areas

C— O~ = O

cC =
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Instruments which approximated the ones administered to
the pupils were added during the in-service period in order
to investigate the construct of "shared space" between the .
teacher and the pupils [Teacher Reports: Children's Communica-
tion Scale, Children's Behavicr Characteristics Scale, Children's
Personality Factors, Teacher Communication Scale (Actual-Ideal)].®
The Sixteen Personality Factors Questionnaire was included to
discover in what ways, if any, a teacher's assessed personality
was related to his communication behavior and perceptions of .
gself and children.

Teacher reports about the children were administered during
the full-time teaching period. These included information
about children which paralleled the data provided by the Children's
Reports. Therefore the Teacher Reports provided an additional
referent for investigating the characteristiecs of children
in a particular classroom. A description and analysis of each

of these instruments will be presented in the following section.

Description and Analysis of Ir.struments

Teacher Report: Our Class

Descrig;ion. The "Our Class" instrument was constructed

to assess the teacher-subjects' feelings and attitudes about
the educational psychology courses Education 73-75 which,
through differential instruction, served as a major variable

in this study.

#See Chapter V.
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Somé of the possible results of exposure to different
teaching approaches night be the development of different kinds

of attitudes toward self, others, and the teaching process.

Adninistered as:a pre-post measyre the 1nstrument could give

some’ indication” of the changes in-attitudcs snd feelings which h

todk place ‘in the teacher-gubjects over the period of the

school year. .~ .+ - ., oiia. ey

Wt At

‘Phe’ opriginal ‘form of the. instrument consisted cf sentence

completion “items taken fraom.a test originatsd by Ruth Cunningham"

(9). In order to assess its validity the test was administered

to ‘¢hildren in four Madisen public school classes. It appeared ” L

to be an inadequate measure of. group.feeling about the class,

" because it failed. to reflept the. observed classroom atmosphere.

The ‘test ‘was revised several times, and tried out on elementary

gchool children &gain and also on college students ln a pilct

study. The form' which evolved at this time askcd students
to describe their  feelings toward. various aspects of their
class, and was composed of the following items. |

1. The content of fhe course. o v e

2. The way the course is being taught. . . .
‘3. The teacher. . . .. T

4, Other persons in the class. . . .

5. The teacher's feelings.about you. . . .

- 6: - The feelings of others here about you. . . .l.

7. You, as a member of the class. . . .
The items centered aréund three areas: . the course itself

(items 1 and 2), the teacher (items 3 and 5), and others in




| -31-

the.class (iféms'u'and é); Item 7 was intended to give an indi-
cation of the student's perception of himself in the class _group.
Although it was included in the test, at a later dateja deci-
sion was made not to include it in the final analyéis. |

The "Our Class" instrument was administered two weeks after
the‘beginning of classes, thereby giving the subject an appor-
tunity to form opinions'and attitudes towards the class before
the test. The Post test was administered two weeks before the

classes ended.

Analysis. Since different instructors were used for |

Waves I and II it was decided to analyze the two waves as separate
samples and to combine them at a later time if this seemed to
be warranted. 'ithin each wave the Our Class tests were divided
into six groups according to the teaching approach and the
time administered.

l. Approach I - pre

2. Approach I - post

3. Approach II - pre

4, Approach II - post

S. Approach TII - pre

6. Apprcach III - post

Degree of satisfaction was the criterion for the evaluation
of the two waves, which were analyzed as separate but comparable
samples. In order to avoid a bias due to any one teaching
approach an overall analysis of each wave was made. Tests from
all six groups (three approaches pre and post) were combined
randomly and were assigned a value in terms of a five point

scale of degree of satisfaction, by judges who demonstrated

a high reliability in making these ratings. The papers were
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distributed along the acale\aqcording tozthoﬁfpllow;qg scheme: .

1. Extremely. dissatisfied 10y . o
2. ‘Moderately dissatisfied o 20% ‘
3, No commitment L 40%. . . .. - L
4. Moderately satisfied 0% - A
5. Extremely aatzsfied ‘ > __,105.

-

After all the papers were. a.signed to an intenval, they .wers
separated again into the six groups compris;ng the total wave.

Frequencies for each interval in_each group were found. yielding

an overall satisfaction distribution for each group. ..These

overall distributions were broken down into six-itemidiq;ribue |
tions, showing the group's frequencies per cell on each of the
six Our (lase items. - o | '

" ‘This scoring method allowed for direct comparison of over-
all satisfaction distributions among the six groups, as well
as comparisons across waves if a correction factor were used

to compensate for unequal sample sizes. Thus pre and post

groups within an approach may be compared across approaches,
and approaches may be compared across waves. Comparisons were
to be made in terms of similarity of distribu%ion shapes. .

The test papers from the six groups in Wave I we§§ jdenti-
fied by numbers and randomly combined 80 that’a_judgp would
have no knowledge of either the approagp or_pro-po:t deqigng-.
tion of the tests. In scoring each separgte’;tc@, papers were
read and. tentatively assigned to one of the five cells (degree
of satisfaction).. In the second and final reading, papers
were forced into the proper size¢ frequency'for each ;nterya;._
i The 84 papers in Wave 1 were,divided_ipxo five cells of the

following frequencies: 8, 17, 34, 17, 8. The papers were




group. The papers were randomly recombined and the remaining
items were scored and distributions were made following the
same procedure. Then, within each group, frequencies on each
of the five degree of satisfaction intervals on all items were
combined, yielding an overall satisfaction distribution for

each of the six groups.

Teacher Report: Cartoon Situations Test

Description. The Cartoon Situations Test used in this

study was developed at Bank Street College of Education in

New York City(22). The Cartoon Situations Test (CST) consists
of seven cartoonsAdepicting teachers, children and parents in
a variety of situations. An example of the cartoon situation

can be seen in Figure 2. Responses are written and involve

Description of Cartoon Item Caption

Two little girls playing dolls. "It's yours for keeps
One child is handing a doll to until I want it."
the other.
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separated into the original six groups (Approach I, pre-post;
Approach II, pre-post; Approach III, pre-post) and a distribution
of frequencies per cell on the item was constructed for each
|

‘ Fig. 2.--Sample item from the Cartcon Situations Test

E general reactions to each cartoon. The seven catroons which
i comprise the present series were chosen to tap such qualities

1 as the perscn's relation to authority, depth of feeling for

child experience, tendency toward hostile, punitive responses,

] etc. The Cartoon Situations Test was included in the test battery
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of this study to sample cortainlpersonality_oharactoristics

cf the subjects especially as these characteristics relate to

the teaching profession. The CST was administered to all teacher-

subjects twice--once at the beginning of the Bducation 73-75
experience and again at the conclusion of the course.

The authors of the CST have developed a scoring manual
which permits an eighf-dimen51on analysis of the responses to

the oartoons. These dimensions 1nolude. (l) quality of expr(s-

sive tonej; (2) orientation to dilemma; (3) quality of emotional “

identification with characters; (u4) perception of authority
role; (5) quality and complexity of psychological thinking;.
(6) orientation to action; (7) modes of aggressive expression;
(8) attitudes toward socialization process..

Inter-judge reliability of the order of 66 percent agree-
ment is reported by the authors. Use of this instrument by
two members of this research staff yielded 52 percent perfect
agreement and a somewhat higher percentage for near perfect

agreement.,

Analysis. Two hypotheses were proposed in comparing the

CST protocols of the subjects receiving the three experiméntal
approaches: | 4' '
1. Results of pretesting by the éST would snow no'siénif-
icant differences among the three .approaches.
2. The results of the CST pust test would show signifi-
cant differences among tlie.three approaches. No
hypotheses ‘were formed as to the specific nature

of these differences.

A Radd . x ki a2 d e - Lo C i v mek st ok RE Y Pt i it Dot
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Teacher Report: Semantic Differentials

Description. A semantic d: fferential is a psycholin-

guistic tool which can be used to measure changes in attitudes
and perceptions as well as the meaning of various concepts
and their relationships to each other. It is not a single
set instrument, but rather a scheme for collecting certain
types of information, which can be adapted to a wide range
of specific research questiens.

A semantic differential, as developed by Osgood le),
can be described as a grid consisting of an unspecified number
of scales each of which represente a pair of bi-polar adjectives.
The scale between each pair of adjectives is divided into’

seven steps (Figure 3). The subject is asked to evaluate

Successful | | | | | ! |  Junsuccessful

Fig. 3.--Sample item from the Teacher Report: Semantic
Differentials
some concept or person in terms of each pair of adjectives
by placing a mark at the appropriate place on each scale.
The middle step represents a neutral reaction, and the three
spaces going from the middle toward each adjective represent
the reactions "slightly like this," "quite like this," and
"extremely like this." A measure is thus obtained of both
the direction and the intensity of the subject's feeling for
the person or concept in auestion with respect to each of the
paired adjective scales. This makes it possible to compare

different concepts for a single subject or for groups; different
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groups in relation to one or several concepts; or to assess: -

change over a period of time for subjects, groups or concepts.

The semantic differential method was considered appro-
priate for collecting information about our teacher-subjects'.
changes in attitudes for the following reasons: "it is easy
to administer and to score; it is directly related to the
communication{quel which comprises a principal construct.
of the study; it is highly graphic and can give a picture
of a pgrgon's or a group's semantic space or "geography" at
any giygn_point in time.

Osgood(19) has determined by factor analysis the major
dimensions along which meaningful processes vary.and the bi-
polar adjectives which are representative of each dimension..
For the purposes of this study five of these dimensions were
used:

Evaluation .

T.” successful--unsuccessful

2. obscure--lucid

3. fair--unfair

4. uncritical--skeptical
5. naive--sophisticated

Power (Potency)
6., severe--lenient
7. serious--humorous

Activity

8. active--passive
g, skillful--inept
10. excitable--calm

Stability

. rational--intuitive
12. eccentric--conventional
"13. cautious--rash

Receptivit

I4. sensitive--indifferent
15. aloof-sociable
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These particular semantic differentials were_dgveloped
to assess changes in the teacher-subjects'’ perceptions of them-
selves and others in their educational environment. These
semantic differentials were administered five times during
the three years; pre and post junior year, pre and post sgnior
year, and once during the first year of full-time teaching.
Table 5 indicates which concepts were used as referents at

each administration.

TABLE §
SEMANTIC DIFFERENTIALS SCHEDULE

Semantic Referents Time of Data Collection

Jr . Vear Jr. Year [lirst-Year
Pre-Post Pre-Post Teaching

Ed. 31 Instructor X
Ed. 73-75 Instructer

Coope. 1ting Teacher As She 1Is

X X X
>

Cooperating Teacher As I
Would Like Her To Be

Most Favored Teacher
Least Favored Teacher
Person 1 Am

Person I Would Like To Be

Teacher I Think I Am

% X X X X X
% X X X X X

Teacher I Would Like To Be
Myself As The Children See Me

% X X X X X

Teacher The Children Would
Like Me To Be
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Nine referents were presented during the junior year to measura
changes in the subjects' attitudes toward the Education 73-75
instructor, the instructor in the methods course, the cooperating
teacher, liked versus disliked teacher, gself and self-ideal,
and self as a teacher. During:the senior year-nine referents
again were presented. .The referent of the methods course
instructor was dropped and the teacher-ideal was added. The
evaluation of the methods course te2cher was not considered
to be important at this time. Also, it was decided that it
would be more approprlate to have .. teacher--teacher-ideal
discrepancy to measure the subject's evaluation of hlmself
as a teacher than to compare his perceptign of himself as a
teacher with the most-least favored teacher as originally
planned.

Since the perceptions of the pupils were added to the
body of data colLected during the first year of full-time
teaching, it was necessary to include "Myself as the Children o
See Me" and "Teacher the Children Would Like Me to Be" to
assess the shared semantic space of the pupils and the teacher.

The other referents were considered no longer pertinent at

this stage of the study.

Teacher Report: Structured Interviews

Description. All the inétruments go far discussed have

provided what might be called "indirect" assessments of per-
ception. The Our Class instrument was an unfihished‘senfeﬁce

projective test designed to reveal the subiect's péréeptions”

. e . e v - . " Loe . . - . @
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of various aspects of the classroom including other menmbers
of the class, himself, and the instructor. The Cartoon Situations
Test, a picture projective test, was intended to give infor-
mation about children, teachers, parents, authority figures,
the teaching experience and, indirectly, about the subject.
The semantic differentials were used to obtain information
on the systems of meanings of the subject's universe which
were pertinent to the study.
It seemed important to include an instrument through which

the subject could communicate perceptions about the teaching-

learning interaction directly. The interview was chosen as

the appropriate instrument.

Because of the specific nature of the information we wished -

to collect (perception of self as a teacher; self as & person;
others; the teaching-learning experience) it was decided to

use a structured interview., Because it seemed important to

! record certain perceptions at intervals during the students'

development into a full-time teacher, it was decided to schedule

] interviews at the beginning and end of each of the three years

with which the ctudy is concerned for each wave. Thus inter-

views were held at the beginning of the junior year (Interview
I) before the introduction of the experimental variable (the

differentiated instructional approaches) and at the er.d of the

junior year (Interview III*); at the beginning of the student

teaching experience during the senior year (Interview IV) and

*Interview II was administered in the middle of the junior
year, but was omitted later for technical reasons.

N 5. .
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at the end ot the student teaching (Interview V); at the hegin-
ning of the first year of full-time teaching (Questionnaire
VI), during the mid-term (Questionnaire VII), and at the end
of the first year of fullstime teaching (Interview VIII).

Written questionnaires were.substituted for the individually
administered, tape recorded interviews at the beginning :and-middle
of the first year of full-time' teaching because of the difficulty
in collecting the data. At this time our subjects were teaching
in suth widely separated areas as California and Massachusetts,
as well as points in between, requiring the examiners to travel
considerable distance to.collect the data. .For this reason,
and primarily for the comfort and well-being of .our subjects,
it seemed’ imperative to make the data-collecting time as brief
as possidble. A questionnaire was thought to be less time-
consvming for the subject. than a "live" interviev. However,
the subject was offered -the alternative of responding to the
questions in the microphone of a tape recorder, and the machine
and tape were furnished at his request. Several sutjects
chose to respond in this manner.

How, where, and by whom the interviews should be adminis-
tered required considerable deliberation. Because of the per-
sonal nature of some of the questions, it was essential to assure
the respondent of the privacy and confidentiality of his answers.
Also, because the degree and accuracy of self-disclosure is
definitely related to the kind of rapport that is egstablished
between the interviewer and the respondent, as has been sub-

stantiated by Jourard and others(ls), it was decxded to interview

L. J
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the subject in a small acoustically treated private room and
to record the interview on tape. This would leave the interviewer
free to give his undivided attention to the interviewee with-
out having to record the responses. The subject could feel
gsecure that he was not being overheard. He was given assurance
that the contents of the tapes would remain confidential.
‘The interviewers were carefully chosen and trained. In
order that the effect of the interviewer should be minimized
as much as possible certain restrictions were agreed upon by
the three interviewers:
1. To ask the questions exactly as worded.
2. To use only encouraging comments, and only one per
question. -
3. To reread a question if the subject inquired about the
meaning of the question.
4., To permit the subject to read the question if further
clarification was needed.
S. To encourage the subject to continue if a brief or
unsatisfactory response was given by saying, "Can
you tell me any more about...?"
For the first wave of subjects the same interviewer ques-
tioned all the subjects in a single approach. However, when
it came time to interview the subjects in Wave II it was de-
cided that each of the three interviewers should work with
one-third of the subjects in each apprecach in order to cancel
out as much as possible the effect of different interviewers.
The questions or items on the eight interviews and ques-
tionnaires were developed by the research staff. The criteria
which influenced the development and selection of the questions

were the following:

1. The content areas representing the subject's perceptual
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2. The longltudlnal nature of the pro:ect ' v g

a. Prezpost.measures at the beginning of. eeqb yeer
b. Items Whlch would be sensitive to change - [j

v . . .
P I ..?-"ﬂ. S . ~..-"‘

3. The exploretory aspect of the project
a. Items that;would permit the subject. £to ansyer

at various psychological levels
b. Items bhasd:would reflect the breadth .of the, sub-.. , U
ject's experlence and peroeptxons | ' '

S A ' AL

4, Comfort of subject and accuraoy of response | o )
a. Items which would not threaten subject. ... e
b. Items that would be less apt to evoke defenslve | r
distortion , ) Do : ; i
: ST ‘ L)
In addztzon to the above four major erees, four others-- _

-
- !

values, communlcation, the experimentsl veriable, the Teacher

145 ol '
Educatlon Progrem at the Unlversity of Wisconsxn--have been

. r‘j e,

1nc1uded for the following reasons. It wes thought: that the

values a subject professes mmght be related to his teachlng

behavior. In dny event they mlght shed light upon hls pe;-';
n'JJ pak) ,",.-.
" ception of hlmself as a person. Since communlcatlon is the

"w .

major construct of the project, several questions were’ ihf‘lue‘éé oL

to assess the way in which a subject beliaves he would communi-

cate. Although geveral other measures are presumed to essess
the effect of the experimental variable, it ‘seeméd important -
to inquire directly from the subject how he felt about the

manner in which his particuler gsection of Educdtion 73-75 was

taught. Finally, one question was intended to tap how the

subject felt in retrospect, about his four year educational

experience. The questions which were selected for the interviews
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and questionnaires will: be found in Appendix C.. The break-
down as to:- how these questions were catalogued in the varjious

dimensions can. be: noted: from Tables. 6 and 7.

. -

'TABLE 6

ASSIGNMENT OF INTERVIEW QUESTIONS TO
" .. THE MAJOR DIMENSIONS OF CONTENT

a—— . - g . e

4

Interview Self Teaching-Léarni%g;éﬂnafion |
(Questionnaire) ~Person  Teacher - Hypothetical = Experienced:
I. .. 3,8,5  1,8,7 8,9,10,11,12
III, . 5,6 1,2 4,7,8,9 3
., 1,2,3,4,5  6,7,8 1,2
V. 10,11,12 1,2,6,7,8 13,16 1,3,4,5,14,
. - : Co 18 S
VI? : _ , ) | 1,2,3;h
VII. 1,2 - 3,4,5,6.7,8
VIII. 1y 1,4,5,6,13 o 2,3,7,8,9,
' o . 10,11’12
TABLE 7
ASSIGMNMENT OF INTERVIEYW QUESTIONS TO
PERIPHERAL DIMENSIONS OF CONTENT
Interview Values Communication Experimental Teacher
a (Questionnaire) o Variable Education
- | o - Program -
!
! I. 2 13,14
III. 10
V. 9 17 18
VII. | ' ) 5
VIII. | 15
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Analysis. At the end of the third year of the project just

after Interview III had been recorded for all the subjects,

a preliminary analysis of interviews I and III was made of

two subjects who appeared to be different in personality and

teaching style. Each of the four tapes for the two subjects

was analyzed directly from the recorded tape according to a unit

of time measurement. This exploratory analysis indicated that

this method did discriminate effectively between the two sub-

jects and confirmed the differences which had been hypothesized.
In another preliminary analysis of the taped interviews

an attempt was made to delineate the concepts that the subjects

used to describe their most-least liked teacher in order to

determine whether any differences were apparent at the end of
the junior year.

However, in view of the time-consuming nature of the task
and because it was very difficult to identify the separate inter-
view questions by listening to the tape, it was decided to trans-
cribe the contents of all the recorded interviews to McBee
Keysort Cards. Although this was a major undertaking it seemed
defensible: it would then be possible to consider each question
separately; there would be thrce copies of the data available
as well as the tape itself; anonymity of the subjects would be
assured; and the simplicity of the sorting method made the ma-
terial readily accessible. One data resource afforded by lis-
tening to the tapes would no longer be available, however. Tonal
qualities, hesitations and other affective indicators would not

be apparent on the typescript. In order to retain as much of

1
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the idiosyncratic affective characteristics of the subject as.
possible, the transcribers were asked to record in parentheses
any indicators of affective overtones that they could discern.
Now that typescripts are available for the series of eight
interviews and questionnaires, various methods for analyzing

the major content areas (Self as a teacher; Self -as a ‘pérson; -

Others; The teaching-learning experience) as well as thé minor

ones (Valucs; Communication; The experimental variable; The

Teacher Education Prograﬁ'at'fhe”UhiverSitx'of*Wiséénsiﬂ)*have.._L

been explored.

One method is to evaluate the material related to the < -
self-concept ard teacher-concept on a continuum representing -
varying degrees of sat: :faction. Another is "unit of-meaning"
analy31s employlng such dlmen51ons as p051t1ve and negatlve
affect, 1ntens;ty, and content area.. St111 another is to één-

sider certain questlons in relatlon to a "send1ng-rece1v1ng"

continuum. .

Teacher Report: ' Sixteen PeréonaliEX Factor Questionnaire

Déscriptibh. Cattell's "Sixteen Personality -Factor Ques-

tionnaire" was selected for use in assessing personality char- -
acteristics of teachers because (1) reliability and validity
were deemed to be satisfactory, (2) factors alleged to be par-
allel were avallable for both the teacher-subjects and the
pupil-subjects of.thls study, and (3) thls questlonnalre pro-
vides a comprehensive personality pattern with a minimum arount

of testing time(6). Form A was admlnlstered to the teacher-
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subjects at the *ime of the final round of testing during their
year of full-time teaching. Time required for the administra-
tion of the test is listed as 35-40 minutes for the 187 items.
Machine scoring answer sheets were used. Teachers in most in-
stances completed the questionnaires at the time testing was
underway with their pupils. In a few instances teachers had
not completed the battery of tests by.the end of the pupil's
testing period and in these cases the presonality quastionnaires
were returned to the project office by mail on the following
day.

The sixteen first order factors included in the test are

shown in Figure 4 with their technical and popular bi-polar

descriptions.

Analysis. Factor scores were tabulated for machine analysis.

Use of the computer for analysis has made possible the easy
conversion of raw scores to stens or staves in the event such
scores were to be used for a particular analysis. Also, cor-
rections for sex and age differences in scores, recommended
by Cattell in the Handbook for the Sixteen Personality Factor
Questionnaire, are made as a subroutine in computer programs

which compare groups involving sex and age differences.

Teacher Report: Teacher's Communication Scale (Actual-Ideal)

Description. The Teacher-Report: Teacher's Communication

Scale, which consists of twelve items, was developed for the
purpose of measuring teachers' perceptions of their verbal com-

munication behavior on dimensions which correspond to categories
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Factor
Factor

Factor
Factor
Factor
Factor

Factor

Factor

Factor

Factor

Factor

Factor

Factor

. Factor:

Ho ‘Parmia

A Cyclothymla_-w,
(Warm, Sociable)

3 = General Intelligence
(Bright)

C ~Emotional Stability or-- -
Ego. Strength . :
(Mature, Calm)

E Dominance or Ascendance . .
(Aggresslve, Competltlve)'

F Surgency
- (Enthusiastic, Happy-go-
lucky)

G Character or SupeféEgc“
Strength -
(Consclentlous, Per31stent)

(Adventurous, "Thick=-
skinned")

I  Premsia
L (Sensitive,.Effeminate)¢

L Protension.. (Parano;d o

Tendency)

. .(Suspecting, Jealous)

M . Autia

(Bohemlan.Introverted,
Absent-minded)

N Shrewdness

(Sophlstlcated, Pollshed)
0 Gullt Proneness EERC
(Tlmld, Insecure)

Ql Radicalism
Q2 Self-Sufficiency

(Self-sufficient, Reeource-
- ful) :

.;Desurgency
. (Blum, Sober, Serlous)

bchzzothymia
(Alcpf Stlff)

- Mental Defect
{ff(Dull) ’ '

~Dissatisfied- Bmotaon—

ality.

yt(Emotzonal, Immeture,. .

Unstable)

Submission
("Mllk-toast,“ Mild) -

' Lack of Rigid Internal '

Standards

"f(Cagual, Undependable)

' Threctia”
.(Shy, .Timid)

Harria o
(Tough, Reelistic),

Relaxed Security

T (Accepting, Adaptable)

Praxernla
" (Practical, Concerned ‘
with Facts)

Naivete
(Simple, Unpretentious)

.~ Confident Adequacy

(Ccnfldent Self-gecure)

Conservatism of Tempera-
ment

Group Dependency o

(Sociably Group Depen-
dent)
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Factor Q3 High Self-Sentiment Poor Self-Sentiment
- Formation Formatinn
(Controlled, Exacting (Uncontrolled, Lax)
Will-power)
Factor Q4 High Ergic Tension Low Ergic Tension
(Tense, Excitable) (Phlegmatic, Composed)

Fig. 4.--First order factors from the Sixteen Personality
Factor Questionnaire

found in the observational recording system (see pages 71 toO

79). It will be recalled that there are fourteen basic cate-

gories defined as, for example, "sives information! "asks for

information," and "gives directions.” i
There are two parts to thelTeacher's Communication Scale

instrument. In the first part, the teacher is asked to indicate ’

how strongly he would like to posséss the verbal communication

pattern described. In the second part, the items are repeated

and the teacher is asked to indicate how strongiy he feels
he possessés‘the vefbal communicatibh patfefn described. 1In
order fo reduce the influence of the teachers' reéponses to
the first part upon his responses to the second, the two parts
are separated in the questionnaire booklet.

The format o the items remains identical except for fhe

questions--Do I want to be like this? and Am I like this?

(See sample items in Figure §)

Analysis. Responsés to the items on the Teacher Report:
Teacher's Communication Scale were coded for numerical analysis

as u, 3, 2, andvl, for YES, yes, no, NO, respectively. Dis-

crepancy scores were derived from the differences between responses
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3. Some Teachers suggest . . ... .. . . . YES yes no NO
different things so pupils ~ Am T like this? o T
can choose for themselves. : R l ‘ .
3. Some teachers suggest'  °°  ° ° °~ YES yes no NO
.different things ;so pupils Do I want to be i
can choose for themselves.' like This? | l & *"!

AP R

Flg. 5.--Samp1e items from the Teacher Report. Teacher
Communication Scale (Actual-Ideal)
to the°ooesfions,;ﬁDo'I'went'to'be Iike this?" and "Am I like-
thls’“ for ‘each 1tem."“'” | o '

Ana1y81s con31sts of the treatnent of two types of questions:
(1) How' do teacherS'"self-ratings compare to the ratings given
them by their puplls? “and’ (2) Uhat variables are associated
with teachers' perceptlons ‘of their communlcatlon behavior anad
with their self-ideal discrepancy?

Congruence.of the childfensf perceptions and the teachers'

perceptions with respect to the teachers' communlcatlon is
measured. in.terms of the agreement between the teachers' rahlnge
on the TR: TCS (Actual) and the mean or modal response of the
class to the corresponding item on the CR: TCS (Actual),
Child Report: Teacher Communication Scale (Actual).® A teaoher's
perception of himself on an item is determihed to be incongru;
ent with his pupils’ perceptio%s when-his score is greater tﬁan
one standard deviation in difference from the mean score for

the class, and the teacher's total congruence score w#ith respect

#See Chapter V.
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to his communication is the number of items upon which his score

falls within one standard deviation from the mean class score.

Current analysis in this area is directed toward the discovery
of the correlates of these congruence scores.

Teachers' self perceptions and self self-ideal discrepancy
scores are being analyzed in connection with a number of other
measures, such as instructional approach, observed communica-

tion behavior, and personality factor scores. iumerous ques=

tions are being asked, of which the following are examples:
Do teachers who were taught by the different instructional
approaches perceive their communication differently? Do they
express ideal communication behaviors which differ according
to instructional approach? Do their self-perceptions change
duvring the course of their first year of teaching? How con-

gruent are their self-perceptions with the ratings of a trained

observer, and is such congruence related to other measures?

Teacher Report: Children's Communication Scale

Description. This instrument is an approximation of the

communication categories employed in the analysis of the teacher

communication pattern. The eight items are identical to the
items in the Child Report: Peer Communication Scale and,
though abridged, similar to the items in the Child Report:

Teacher's Communcation Scale.

An original purpose of this study was to investigate the

effect of the communication pattern of the teacher on the

children. Response by the teacher to the itemsin this inventory




add an additional'rcfércnt by discloming the teacher's per-
ccption of thc communication attern of the children in his
classroom. - o | '

Thc proccduro for trn tcachcr in:coﬁoictihg fhis’ihVéhéoﬁy"“
is for him to concid-r eich item as descr1ptive of a‘ceriaiﬁ‘”;'
communicction chcrcctcriutic, and to rcspond to that particular

~item by vatin; each child in the clasaroom on the basis of’ "YES,
very much 1ikc thic," ”ycl, a littlc bit like this," "Ho, fot
very much likc thil," or ”NO, hot at all 1ikc this." A'dhmplé“'“
item is chown in Fizurc 6. ) | B
1. Which chlldrcn are alwayo acking how things ‘gshould be done?:

YES oSl eh yes . L no UEENEIEE IR . lm . .
ery much 1like |A little bit. Hot much like | Not at all like | . _
this! like this! this! | this" RN

¢ . - -

?i&: 6{-;éamp1e'item:from the Teacher Report: Children's
Communication Scale L o
To aid fhc teachcr in comolyiné with the directions, each teacher
was gzvcn a roster of the names of all thc childrcn in his
classroom w1th each name accompanzed by zn identification |
number, and the instruction tofocc_thc.ldentificat;on nunber
in responding about that. particular child on the p;rtipect
items oLt Co o

- Peachers were instructed that they could put as many, or
as few names as theyifelt inclined to in each.of the four

boxes. They were directed, howevcr,,to rate eachtchild on each

P X . L ." ',‘l‘ln
ATy N IRy
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item,

Analysis. Data from the teachers' rating of children on

the items descriptive of communication behavior were coded for
numberical analysis as the scale score received by each child
on each item. Scale scores were 4,3,2, and 1 for the YES, yes,
no, NO responses, respectively. |
This operation provides for the contingency anaiysis of
association between the ratings by peers and by the teacher
on the same items. Classes can be ordered in terms of the ex-
tent to which pupils and teacher agree upon which children are
most or least characterized by descriétions df communication
behavior. At_thevsame time teachers can be ordered in térms_
of their discrimination on communicé¥ion behavior aﬁong their
pupils and according to their tendency to rate their pupils

favorably or unfavorably.

Finally, analysis of the data permits the study of éondi-"

tions under which pupils rate their teachers in certain ways.
For example, earlier research indicated that "leaders" who
are more discriminating are rated more favorably. This sug-

gests the question of whether the same holds true for teachers.

Teacher Report: Children's Behavior Characteristics Scale

Description. The teacher's report of children's behavior

is an inventory of nine brief behavior characteristics to which
the teacher responds about the pupils in her class. These nine
behavior items are similar to the items in the Child Report:

Peer Behavior Characteristics, in which the children responded
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about their classmates, and the Child Report: Actual Behavior
Churacterlistics, ifi-wlich the dhildren responded.aboui .$hen- | !
selves. = 'Por-a more-thiosough discussion of the:items .ysed in
this invéﬁfbfy*dﬂd5thé“cbn3trucit of. social gccéptability,
aggressivd‘ﬁaliaiuétmiﬂt,~and social isolatien~8¢a-xhe;doécripe_.
tion of .the CR:-‘PBC,Appendix J |

" In this instrumeéht the teacher's. task is to.consider
each item as descriptive of certain behavior characteristics
and to respond to theae 1tems by ratlng each child in her class-

roon on the basls of "YES very much like this"; "yes, a 11ttle

bit 11ke this"; "no, no; much like this"j; or "iNO, not at all s

Y
NP l

like ghls." For the format of this arrangement see the sahp;e
item in Figure 7. R

1. Which children are good‘at*staﬁtﬂng games and getting things
going? They thxnk of interestlng things to do.

o o

tOYES yés 7 no NO - .
Very much like A 11tt1e pit | Not much like | Not at all 1ike
" “thisl like this! ___this! thiél -

.
A

e . DN .
. . . DTN I
B .
-~
. f . N {PPCR
l (] 0'
. LY .

b Fig. 7.--Sample item from the Teacher Report' Children's
|

Behavior Characterictics Scale

Ih order to facilitate the teacher®s task of responding about
the chmldren, and for ease in later computation of his responses,

a sheet possessing the names of each child in the classroom,

with an accorpanying jdentification number, was given to each




teacher.
The teachers wera instructed that in rating a child on a

particular item, they were to put his number in the column

(YES, yes, no, or WO) that they thought most appropriately de-

scribed his behavior; they were asked to repeat this procedure

for each item, and to rate each child in the claes on each item.

For a complete description of this instrument, see Appendix

Analysis. Data from the teachers' rating of the pupils on

children's behavior'characteristics were analyzed primarily as
characteristics of the pupils rather than of the teacher. That
is, earh child's ratings by the teacher were coded 4, 3, 2, and
1 for the YES, yes, no, NO responses, respectively and were tabu-
lated along with the other data for the child.

Present ahélysis is directed at answering questions concerning
the shared space in the cliassroom. Is there more agreemcnt be-
twezn teacher and pcpil, teacher and pecrs, or pupil and peers?

Other questions looked at the ccrrelates of shared space.

Under what conditions is there significant agreement between

the ratings of teachers and those or the pupils?

Teacher Report: Children's Personality Factors

Description. This rating instrument consists of eight

personality factor scales taken from the more comprehensive
Children's Personality Questionnaire developed by Cattell(S).
These are the same eight factors that were used in the Children's

Personality Questionnaire and Early School Personality Questionnaire
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administered to the teacher-subject population in this study.

Each of the eight factors were repfesented by a scale divisible

into a series of five blocks with descriptions at the extreme

of each scale. An illustration of this type scale can be

seen in Figure 8,

THESE - THESE
CHILDREN CHILDREN
ARE MOST ARE SOME-
LIKE THIS. WHAT LIKE
THIS.

THESE
CHILDREN
DEMONSTRATE

THESE THESE,
CHILDREN  CHILDREN
ARE SOME- ARE MOST

THESE TRAITS WHAT LIKE  LIKE THIS.

ABOUT
EQUALLY.

THIS.

Critical, stiff, aloof,
precise, suspicious,
rigid, reserved, cold,
prone to sulk, like to
work alone.

Warm, outgoing, sociable,
good-natured, ready to
cooperate, readily laugh,
soft-hearted, casual,
adaptable, enjoy social
recognition,

Fig..8.--Sample item from the Teacher Report: Children's

Personality Factors

In faciiitating the teacher's rating of the pupil-subjects

on these eight factors, use was made of the class roster. This

roster contained names and identification numbers of each

child in the classroom,

to rate a child by placing his identification number in the

space which they felt best corresponded to the child's psycho-

The teacher-subjects were instructed

logical location on the scale. The

 avoid the assumption that either eid of any scale was "good"

teachers were advised to
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or "bad." Experience nas shown that ‘either end of a scals ..
can be good or bad depending upon the crlterla against which
one is using the factor ratings. The teachers were free to
place as many or as few names 1n each box as they belzeved
representative of that behavlor. N |

This rating technique made it possible to determine the
extent to which teacher.and pupil agreed as to the personality
characteristxcs of the pupll, and to determine the extent to d'j"
which a teacher s perceptlon of personallty is related to
interpersonal variables, e.g. attitudes toward peers-and -atti--— -

{
‘

tudeitoward teacher.

Analysis., Data from the teachers' ratlng of their pupils

ot A . Sty O B W SbviTRA

-

on the personallty 1tems were coded”for machlne analysls% EachJLqJ

child received a value of zero to five on each 1tem, corre- 'i";:-;

spondlng to the blocks from left to right on the" teachers' f;u"jf

questzonnalre.

- e or et . avea wio iy M@

Present analysis consists of the examlnatlon of the coret-
respondence between the teachers' ratzngs of the pupils orn the '
factors and the pupils' actual factor scores.“ Ihe_general
question which is gulding the analysls is: Under yhatvcon- ,
ditions is the teacher more sexsltive to dlfferences among
his pupils on dlmenslons measured by a standard personality
factor questlonnalre? Another question may be asked: Are
there measurable differences between teachers who discrlmlnate
highly (placing children'in‘manv blocks, or utilising,extremes)”.

and teachers’who do not discriminate very much (placing most

L

—

C—= C=




-57-

children's identification numbers in one or two blocks)?
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. TEACHERS' COMMUNICATION BEHAVIOR

“Rationale for the Communication Model -

Independent Variable Interveniqngar1ables Dependent Variables
T Pupil-o

Un ers{ty‘fastrnchr ~Teacher-Subject © 7 Pupil-Subject
A. instructional B. ' Af ltudes, Values, C. ' Attitudes, Percep- ' -
Approach in . Perception of tion, Behavior L
Teacher —2 ' Teacher-Subject —> of Pupil-Subject’ “*"~
\ B.l Conlllu!lidation ‘ / S SRR AP F R
; Behavior of Ca
Teacher-Subject S I A
in the Classroom

Aéfihaiééfed in Chapter I, one of the primary ways in”"
which we hoped to study our teacher-subjects was through obser-
vation of their behavior; it seemed that only in this way cébuld "

n,o

we hope to gain some hnderétdnding.of the ways in which they ‘"

transmit some of the effects of their University eXpefienbes?
In develobiﬁg a method of behavioral study, our first

requiremeht was\to select an aspect of behavior which we could

assume representedha gsignificant part of the teacher's totadl

behavior in the classroom and at the same time could be observed

and recorded in a reasonably objective fashlon. Much of the

early thinking was devoted to this gquestion and the construct

~59~
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of communication was consequently developed as an "umbrella
corstruct" under which much of the significant behavior in
the classroom could be subsumed, conceptualized and gradually
clarified(8).

What do we mean by the term "communication"? What sort
of conceptual framework facilitates our looking at the class-
room processes and understanding them? Aifhough a considerable
body of literature has developed'in the very complex and'fechniq
cal field of communication, most of it deals with much more
precise and controlled situations than exist in a public school
classroom. However, even the bare schematic model which it
seemed possible to develop at this time has served to shafpen
our thinking about various aspects of communication and some
of the determinants.*

First, a definition.

Communication is a social function...It is essentially

the relationship set up by the transmission of stimuli

and the evocation cf responses. (7:6-7)

Here the emphasis is on the relationship which is set up, in

contrast to some earlier definitions in which the occurrence

of "influence" or "response" was the essential condition of
communication. In the classroom, there may be no immediate
responses evoked by what the teacher has said and yet communi-
cation may have occurred in that the pupils have understood what

the teacher has said.

In any conceptualization of communication it is essential

#Je have used Schramm's formulation(2l) primarily in
developing this diagram.

L_JWHL_J
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to represent the speaker (the sender or encoder), the listener
(the receiver or decoder) or listeners and the "message" (see
Figure 9). The sender or encoder transmits & message, verbal
or nonverbal, which is received through the sense organsg by
the receiver or decoder. |

A fundamental and also obvious -equirement for the suc-
cessful communication of a message is that both sender and
receiver muet have a sufficiently common background of experience
go that whatever is said or expressed through gestures can be
expected to convey at least approximately the intended meaning
to the listener. This background would inczlude the possession
of a commor language and a cultural background with some common
elements. In other words, in the accunulated experience there
must be an overlap of the "fields of experiance" of the sender
and receiver if communication is to occur between these two
individuals. They must have at least general agreement in the
meaning they attribute to certain words or gestures if the mes-
sage sent by one is to be understood by the other(ll). The
misunderstandings which occur so easily between individuals
of different cultural or social class backgrounds in the
meaning attributed to a simple gesture amply illustrate the
importance of the overlap of the "fields of experience." How-
ever, even when these "fields" overlap so that there is approxi-
mate agr.ement on meanings, some individuals "get the mescage"
much more clearly than others. One hypothetical explanation
for this is that these individuals and the sender of the message

agree much more closely in their perceptions of and meanings
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attributed to aspects of the message and the situation in which
it is sent than other potential receivers :n the same group.
We have developed the construct of "ghared cpace" to describe
the instances in which sender anr. receiver hold identical
perceptions which are relevant to the message. The greater
the shared space, the more effective we would assume the com-
munication to be between these individuals. It is possible
to test this assumptiocn, for example, by collecting data re-
garding the perceptions held by the teacher and the pupils
toward significant aspects of classroom interaction--such as
the teacher's role, the teacher's behavior, and the pupils'
behavior--and studying the degree of agreement between these
perceptions and the relationship of this agreement with the
pupils' attitudes toward school.

Returning to a consideration of the "gender" of the mes-
sage, it is essential to take into account the process occurring
before the sender transmits the message--the process of selec-
tion. Out of the totality of material which might be trans-
mitted, the sender selects only a small part, and selects a
particular way of verbalizing it. A teacher may have a wealth
of information about the life of Eskimos, tor example, but he
selects only a small part of this information to tell to his
class and expresses it in a particular way. This process of
selection is conceptualized as one which includes cognitive
and emotional aspects, both recognized and unrecognized needs,
and one which is not completely known or understood by the

person doing the selecting. However, it is possible to make
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certanin inferences about this selection process from & careful
stucy of the messages transmitted by a given individual. For
example, it could be inferred that a message which includes

greatly detailed information represents 2 different perception

of the teaching role than a message which includes only. a small

amount of information and numerous questions about a topic. .

A messageiﬁhich includes praiss for previqus behavior in con- -

Lection with introducing new activities for.a given project .

represenfé a different perception of the pupils in the class- . .

room than & message which includes reprimand and threats. . We

assume thét teachers' perceptions of the total classroom sit- .

uation, of their own role in the classrooms, and of the children

in their rooms (whether perceived as the "well-behaved" .or the

"badly-behaved," to give a simplified example), will all have.. ..

a prbfound'effect upon the kihds ol messages which they select

and transmit to the class. Further, ire. would suggest that al- .

though they may not. be fully aware of those determinants, clues

to their differential perceptions are to be found .in the par-
ticular kinds of messages which they tranemit. .
Similarly, we assume that the pupils do not simply "listen
to" or "get" the messages sent by the teacher. The material
receiﬁed through each pupil's sense organs must go.through.

a "gelection process" before it is understood. = One way of

conceptualizing the'selection process.is to think of a series ..

of filters. The individual pupil's readiness and ability.to
receive and corprehend depends not only upon. his attention at

the moment and his possession of a vocabulary sufficient to

—
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comprehend the words used by the teacher, but also upon his

attitude toward school in general and toward the activity at

the moment, his perceptions of the teacher, of the interaction
process in the classroom, of the other pupils in the class and
of his own role in the class, as well as upon his particular

mental set and his needs at the moment (27).

Method of Recording Communication in the Classroom

Clearly the process of communication in the classroom is

extremely complex. Focusing on one aspect of it, however--
the verbal messages transmitted by the teacher--it 'has been

possible to collect objective data and work toward a reliable

method of analyzing these data.

The verbal message was selected only because it could be
recorded electronically on tape; and by use of the Vega Mike,
a clear recording of the teacher's verbalizations could be
assured. An adequate recording of the pupils' verbalizations
is alsb highly desirable but much more difficult tb obtain,

and we have only partially succeeded in this.*

S

#A11 of the non-verbal messages transmitted both by the
teacher and the pupils, such as gestures, posturing, and move-
ment about the room, contribute importantly to the total com-
munication process, but it was not possible at this stage of
the research to record them adequately.

The Vega microphone was used tc obtain the recording of
the teacher's voice. The teacher wears a small battery operated
microphone which is not connected with the receiver in any way;
hence his freedom of movement around the room is not restricted.
The Vega microphone receiver is cornected with a Wollensak
tape recorder to produce the tare yecording. The recorder and
receiver both may be placed outside the classroom if desired
and still be in range for the Vega system.

ERIC
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A clear recording of the teachér's verbal communication
seemed particularly important as the teacher is assumed to.

be the primary determinant of the classroom climate. and gener-. ..

ally the primary communicator as well. The teacher-sffects - - -
the pupils and the social situation which exists in a given . -

classroom largely through verbal’interaction. Hence an' under:

standing of the ways in which he communicates and interacts

is basic to any description of the classroom. o ’
Two tape recordings were made of each of the teacher;

subjects during the semester devoted to practice teaching,-ﬂ}

one early and one late in thlB period, and three recordings

during the first yeay of full-time professional teaching. in -

the fall, mid-winter, and late spring. An attempt aas made'
to record the teaching of the same subject matter area--either

social studies or science at each observation time.. In addition.

since the three observations during the first year of full-

time teaching covered an average of an hour and a half, the

teacher's handling of other subject matter was also recorded.

Method of Analgzing Ccmmunication in the Classroom

‘Once the tape recordings are collected. there remains the

task of- analyzing them or describing them systematically in

some way which permits summarizing the behavior contained in

each one. The: earlier work of Bales(2) in the categorizing

the behavxor of members of small groups and of Withall(Zk)

in categorizing the behaVior of. teachers served as an initial .

stimulus for the development of categories. In attempting to

ERIC
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A

develop a communication construct, it became apparent that

most of the teachers' verbal behavior could be described either
as "sending" or "receiving.“‘-"Sending" could be subdiyide@
into categories such as givihg ihformation; éiving qnal&sis;

or expressing personalépinion; "receiving" could subsume both
listening and and the "inteht~to recgiveﬂ and could include . . - ,
such cétegories éé asking for infcrmation, asking for analysis,
or asking for personal opinion. An original set of fourteen 1
categories was developed(26) and used during the early years
of the study.. It was subsequently expanded to'seven€één'cﬁte-.:_ |
gories, to twenty-four, and finally, in the summer of 1963, |
to thirty-five categories. Many, although not all, of these
changes resulted from a subdivision of existing categories in

an attempt to analyze more precisely the kinds of teacher

communication occurring.

Included in Table 8 are the identification numbers for
each of the three major stages in the development of tﬁe cate-
gories from the original system of fourteen to the extended

system of thirty-five. Extensive use was made of the revised

system of seventeen categories, and most live observations
made during the 1962-63 school year utilized this revised sys-
tem. The availability of data in each of the three systems

is reported in Table 9. No tape recordings were nade of our

teacher subjects during their junior year. Only "live" obser-
vations were made. Inasmuch as data for the junior year were

all collected prior to any extension of the category system,

all analyses of junior-year data must be in terms of the fourteen
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" TABLE 8

|

|

" EVOLUTION OF CATEGORY SYSTEMS FOR ANALYZING S "w
i :u .. . VERBAL INTERACTION - R 3
i

i

~

Category Title """ Category Code !
o ewns g oo Mo Tebe st Opiginal. Revised 'Extendéd
System  System System

. . \
- . ¢ P e ot . LS . . - . . L. . L. ..
P : S P - ! . . ' . . . o e/

Asks for-Information. - .= -+ o 1 1 L la. - i -
: . 1lb ‘
SR , Co l . |
lcy ‘ w

Seeks or Accepts Direction 2 o 2 2 | ;i

Asks for Opinion or Analysis : . 3 =« "3& ~ 3a. - !
3 3 J

Listens y y 4a
SRR 'Y -

Gives Information | : 5 5 5a
. ... ' ) ) I L . " Sbl
5b

Gives Suggestionl" _ 6 6 6

Gives Directions : | 7 .o 74 . . 7a
7d_ . 74

Gives Opinion | e 8 . 8D 8b-
8c 8¢

Gives Analysis 9 9 9 . -

oS
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TABLE 8~-Continued

Category Title

Category Code

Original Revised Extended
System System System
Shows Positive Feeling 10 10
Expresses Approval of Pupil or 1l0a
of His Behavior 10b
Inhibits Communication 11 11 11
Shows Negative Feeling 12 12
Expreséés Disapproval of Pupil 12a
or of His Behavior 12b
No Communication 13 13 13
Confirms or Denies Accuracy - - l4a
of Response l4c.
Perfunctory Agreement or 14 1y -
Disagreement "
Perfunctory Response - - 14b
Repeats What Pupil has Said R
Repeats Factual Statement RF
Repeats Statement of Opinion RO
Repeats Analysis RA
Repeats Statement of Experience RE
Repeats Question RQ
Names Pupil Following Question - - N
- - F

Fragmentary Comment
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categories. The extended aystem of cetegeriee was never used
in live classroom situations for general data collecting, a1z’
though its development was dependent upon both live and teped.
episodes. Thus, all analyses utilizing the extended eategpry

system are based'on tape recordings.

TABLE 9
AVAILABILITY OF DATA FOR CATEGORIES' ™' -
FOR ANALYZING VERBAL INTERACTION- - - -, -

Nl LR

Stage of Subjeet Category System
3
Paf;ic{petion Original - Revised- . Extended
1y 1Y + . ~.38
Junior Year . ‘ ﬁive' | cema 7 auia
) . . RN . oL
Seniar Year .,,Live'er | Tape ~~ Tape -
P Tape : I L
Firét'-year | Live or Liveor . - - . Tape

Teaching Tape Tape

Poett ory mw ..

Descriptions and exemplee of the categories in the original
and extended gsystems follow. Altheugh~there is some duplica-
tion for all but five of the categoriee,”several'differences
betﬁeenuthe fourteen and the thirty-fiQe cetegoryveystems will
be noticed. The revised seventeen-cetegory system is illustrated
in part by each of the two systems pﬁesented. _Eleven of the
fourteen categories dn the original system were kept intact
in the revised system. The neture of the three revisions ia
this system (categories 3, 7, and 8) is best understood by noting

the appropriate category number in the extended system (see

— o
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Table 8).

Fourteen Category System for Analyzing

Verba nteraction

1. Asks for Information

An act having as its major intent the eliciting of a response
which presumably may be evaluated for accuracy, either by
objective operation, general acceptance, or reference to

~an authority (such as the teacher or a textbook).

Examples: Asks question about aontent of lesson; asks for
report; asks for confirmation of response previously given;
asks for repetition of what has been said: offers incomplete
statement with the expectation that another will finish it;
asks any question in such a way as to imply that there is

a "right" answer; asks name of an object; asks for defini-
tion; asks for enumeration.

2. Seeks or Accepts Direction

An act implying willingness to consider suggestion or

~ dirvection from another, or if suggestion or direction has
! ' already been offered, an act or statement indicating com-

‘ pliance.
i Examples: Asks how to begin an assigned task; asks what
to do next; asks which procedure to follow; asks for volun-

teers; follows directions of another; agrees with sugges-
tion or direction; indicates that direction will be followed
l . at some future time; asks for permission for a specific act.

3, Asks for Opinion or Analysis

1' ' An act intended to elicit problem-structuring statements
from others, either affective-evaluative or cognitive-
interpret.ive

: Examples: Asks for opin.on, wish, feeling, belief, or
l preference; asks for evaluation of behavior; requsts inter-

pretation or explaration of some phenomena withoui implying
that there is one "correct" answer; requests elaboration

or examples of a concept; requests statement of relation-
ships by others; reflection ~f feeling or alternate meaning
of what another has said for purposes of clarifying meaning;
asks for interpretation of another's personal experience

%' (as distinguished from asking for a report of experience).

4, Listens

3' An act of listening or attending to another individual
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1.

" giving definition; giving enuneration. .-

Gives Suggesfion

~72-

for five consecutive seconds or more out of any 10-gecond .
interval (less than five seconds is not scored).

Givee Iniormation-.

An act intended to cthéy,'cdnfifﬁ; or infer "facts" which
may be evaluated by objective operation, general acceptance,

or reference to an authority.

Examples: - Giving data euchxaeghames,adasqs._épegd,_c;pacity,
etc. relevant- to a. topic under discyssion; providing infor-
mation requested by another; confirming the. accuracy of
others' responses; denying the accuracy of others' reéesponses;
giving veport on.what cne has seen, heard, read, etc.;
giving repgtition of what has been said;. naming .object;

.-'1

An act intended to structure action or indicate alternatives
for others which, at the same time, implies autonomy for
others by providing more than one alternative or allowing.
for refusal. '

"Examplest Offeriné a proéedurezinjé_teﬁ;ativgjwij; offering
" +wO or jmore procedures, leaving choice to others, gtating

a preferred behavior without indicating that the preference
holdg_for cthers; volunteering own services. | '

‘Gives Direction

'An act intended to structure some action of another in

which compliance seems to be taken for granted, or in

which non-compliance would probably elicit some form of
disapproval. L e

‘Examples: -Calling class to attention; calling attention
to some detail; getting attention;of another by calling
his namej; routine administrative directions or orders;
stating expectation of behavior to be followed; setting
1imits on behavior; stating .consequences of behavior;
granting a request; denying a request.

Gives Opinion T *":f;.
An act intended to structure or give direction .to a topic

under discussion by use-of -speaker's internal, private,
or unstated criteria. Co S _

Examples: Stateé opinions;'wish, feeliﬁg belief, or pre-
ference; makes a statement or asks a question reflecting

a_pereonal_point of view; verbalizes introspective processes;

MR
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9.

10.

11.

12.
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gives criticism or evaluation of a behavior or concept;
agrees or disagrees with opinion voiced by another.

Gives Analysis

An act intended to structure or give dirsction to a topic
under discussion by reference to a frame of reference or
a criterion that is explicitly stated and external to speaker's
personal point of view. : -

Examples: Gives interpretation or explanation of some phe-.
nomenon without implying that it is the only "correct" way
of looking at it; elaborates or gives examples of a concept;
points out relationships between examples and concepts or
between two or more concepts; points out discrepancies
between concept an¢ examples; proposes hypothetical example
or case to illustrate a point or raise a question.

Shows Positive Feeling

An act which implies positive evaluation of some behavior
or interaction in the observational field, regardless of
whether the referent is the self or some other person.

Examples: Any friendly act or overture, such as greeting

or responding to a greeting; praising, approving, encouraging,
rewarding, or showing active attention to others; sharing
or sympathizing with others; expressions of satisfaction,

enjoyment, or relief; joking or laughing "with™ others.
Inhibits Communication

An act which implies unwillingness or inability to engage
in the ongoing process of communication, regardless of
whether the act stems from negative evaluation, internal
tension, or disinterest.

Examples: Does not respond when response would ordinarily

be expected; is cool, aloof, or disinterested in what is
going on; is inattentive to or ignores a question or request;
does not comply with a request; shows tension by blocking,
"fright," etc.; accepts criticism or rebuff without reply.

Shows Negative Feeling

An act which implies active negative evaluation of some
behavior or interaction in the observational field, re-
gardless of whether the referent is the self or some other
person.

Examples: Disapproving, disparaging, threatening, dis-
couraging another's behavior; lowering another's status;
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defending cr asserting self; poking. fun, belittling. or
laughing "at" others; expressing fear, rage, hostility,
disap)ointment, discouragement, displeasure, unheppineal,
ete, , .

e
'8

No~Conmunioetion .

The behevior ocourring in the cleeeroom is not relevant ‘to
teecher-pupil communicaiion for a 10-second interval.

14, Perfunctory.Agreement or Disegreement
B ' L L

Thirtx;fzve cete Szg;em for.Anelyzigg_
o . - Verbe nferectlon .

> -
-.l

1l Asks for Informetlon

la Asks for ecademicelly verifiable information. An act whioh
has as its major intent the ellciting of a response which -
is eoedemicelly verifiable., . o . _
Examplee.l Where is Chzoago? What ie the title of thq
story? What is another word for "our Sun's family"? Spell
'discount.";f o e L
Asking for Lnformatlon eboui (o 3 information regerding the
1 ‘occurrence of past, present,. or future experience of an
individual child or emall group. of.children which is either
non-toutine in nature within the class or is outside the
class. :

Examples: - ' How.many.of you have seen themeilboxes here in
town? How many of: you have. been to the 200  at the park?

1b, Asklng for 1nformatxon about (or 1nformetion regarding the
occurrence of past, present, or future experlence of the
‘class as a whole, which is either non-routine in the class
or-ie outside of the cless. . _

Exemples.- Can you see the flag? Do you remember when we
went to the bakery last fall? : _

1b_ Asks for objective information within a personal frame
y of refererce. This includes either 1nd1viduel children
or the claes es a whole.,. .

Examples: What is the name of the street you live on? 1Is
your father a fireman? Do you know where you were born?

lc Asks for other kinds of information,. primarily having to
do with class process and procedure.: Includes all routine

ER&C
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classroom experiences.

Examples: Who has the book? Where is the paper cutter?
Have you finished your work? Who needs extra work sheets?

Seeks or accepts direction

An act implying willingness or desire to consider suggestion
or direction from another, or if suggestion of direction

has already been offered, and act or statement indicating
acceptance. . :

Examples: Who else has an idea? Or recognizing a child
by calling on him. "John?" (not in response to a prior
question on his part)

Asks for Analysis

]
An act requesting interpretation or explanation of phenomena, i
elaboration of examples of a concept, a statemant of rela- |
tionship between concepts, a statement of causation or analogy, |
a statement of deductive or inductive reasoning, statements
of generalizations or hypotheses.

Examples: How would you explain this, John? Can you give
us examples of this? What conclusions would you draw from
this?

Asks for personal opinion, personal interpretation or
feelings about subject matter.

An act intended to elicit an expression of personal opinion
or feeling about subject matter.

Examples: What do you think he will do? How do you feel
about President Lincoln's stand on secession? Would you
like to be an astronaut?

Asks for report of personal opinion, personal interpre-
tation or expression of feeling about things not related
to subject matter.

Examples: How did you feel when you couldn't go? Are
you still a little bit afraid of it?

Listening or attending to an individual in response to
comnunication initiated hy the teacher, either asked for
or directed.

Examples: Responses to: Read the next paragraph. Tell
UB.0 o

Listening or attending to an individual in response to
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communication initiated by someone othey ‘than: the teacher.

5. Gives 'Informatiow ~' - = - - RIRS IR IE A
SEFSURR B P TR I AT TN AN D RTIEN

vcrifiaﬁle ihforma;ion.

5a Giv?é aéad?miciily

.

Examples: The sun is a star. Téd#i'ié‘Tdo;déy. Hef;‘in
the location o€ Panama. - - - B N O

eu THNLT LY

T RO . L A A T o
Sbl Gives informatidw about (or ‘{nformation regarding the occur-

rence of, or regarding the meaning of) past, present or

future experience of an individual child or small group

of ‘children, ‘which is cithnrunon-noutine.in.haturedwithih

the class or:is outside the class. [T L S

Examples: Lou knows what it is like t& feed a~puﬁp§.'.Sally
has seen the Fountain of Youth in Florida. : oo e

.Bbgwcixtztnformation-about (oﬁ.informatidnfrzgardingttha-ua r ¥

..decurrencas...of , or:regarding-theameaning.uf) past, present

. .or futurs experience .of the: class as a group, which is non-
. poutine within the class or is outdide of. the olass. (The

teacher may or may not include harself in giving this

information.)

ARSI IR e : T e ST L aated

. PXamplés: . We went to .the .zoo Jast fall., Tomorrow we will
gee a film strip about sun-spots. ST T

Sby Gives objective information ‘within a personal frame of.:.,- «i
reference for an individual child, 'small.group . or:en
class and/or the teacher.

'Exampléﬁz Mike brouéht a ﬁicture of'aﬂtugﬁoéihéadéy; .éhere
is a squirrel outside the classroom window. Goodness you
.remember lots. ST S - ' SRR

s¢ Gives other kinds of'ihformafion'priharily bértaining to
classroom processes oOr procedures. It may also include
routine classrcom experiences. .
y ! . R :' : ) . . o
Examples: The reference books are over here. Tomorrow
we will start work on these maps.

sd Gives information abaut an oxporiende_ofitﬁé occurrence. of
an experience of the teacher which is either non-routine
within the class or outside of the class. - :

Examples: I have seen +he nation's capital. I have a mail-
box at home and the mailman comes to my door. I have a

dog tool Cor e . R
(Note: Comments about the meaning of the experience would
go into 8b or 8c.)

1

ERIC

Full Tt Provided by ERIC.
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Gives Suggestion

An act intended to suggest action or indicate alternative
for other which, at the same time, implies autonomy for
other by providing more than one alternative or allowing
for refusal.

Examples: You might wanf to see what the encyclopedia lhas
to say. Maybe you can think of a better title later.

Gives Administrative Directions

An act intended to structure some action in which compliance
seems to be taken for granted, or in which non-compliance
would probably elicit some form of disapproval. Structuring
is related to administrative aspects of the situation.

Examples: John's reading group will start now. Take out
your paper.

Gives Disciplinary Directions

An act intended to structure some behavior or other in which
compliance seems to be taken for granted, or in which non-
compliance would elicit some form of disapproval. Struc-
turing is related to disciplinary aspects of the situation,
bu* is not accompanied by negative feeling.

Examples: Sh-h. We're tco noisy. Please sit down and
wait for me. If you do that again, I will have to ask
you to leave the group.

Gives personal opinion, personal interpretation or expresses
feelings about the subject matter.

An act intended to express opinion, attitudes, feelings
about subject matter.

Examples: I like that one better. I'm sorry, I didn't
understand what you said. Then it's my fault, I'll change
your mark.

Gives report of personal opinion, or personal interpreta-
tion, or expresses feeling about things not related to sub-
ject matter.

Examples: I will always remember how badly we felt when
the barn burned. It makes me feel very happy when you do
things like that. . '

Gives Analysis

An act intended to structure a topic under discussion by
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reference to a point of view or criterion that is explloitly
stated and/or external to speaker's personal point of view;
if made up of a series of 5a's, then put: brackets arovad
them in:order -to indicate that.their total equals .4 9.

Exampics: When tﬁingé a're"'diffe"ro‘nt. tompu‘&ttri'éi *'t:'hay are
different colors. It couldn't very well be, with all the
hot gases. ; L O

\ ’\'..".V' .

An act implying or expressing approval of a child's behavior,
e.g. academic performance, ideas, etc::- The act implies

that the child is viewed as an object rather than a unique
individual. It may be expressed with or withbut feeling.

Examplas} 'Théf'ali finanféport.-Johni ?Youfrq'réilly perking
today! That:wquld,be.a joke on-all of .us, wouldri't it.

ooooo

An act implying that the teacher is expreéssing the prizi:g
of the child as a unique individual, i.e. shoWws acceptance
of the child as he is now, positive regard of the student
as a unique person. SRR

Examples: John, you're a fine boy. I like you a_;of;

Inhibits Communication . |

~ An act which implies uhwillingness to engage in of inat-

tentiveness to the ongoing process of communication, regard-
ljess of whether the act stems from negative evaluation,
interral tension, or disinterest. (This is often scored
with.another unit when the teacher raises his voice and
disregards what the children are saying.)

. An act which implies or expfesseb disapproval of a child's

behavior, e.g. academic performance, ideas, etc, The
act implies that the child is viewed as an object rather
than a unique individual. It may be expressed with or
without feeling.

Examples: Wally, will you bit'downi We can't have that.

An act implying that the teacher is expressing the devaluing
of the child as a unique individual, i.e. shows disapproval
of the child as he is now., . |

Examples: Gary, you're a pest all the time. I really
don't like you now. . -

No evidence of communication or interaction although voices
can be heard.

No evidence that the teacher is responding to communication

o C

—
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in the classroom, although voices can be discerned on the
tape.

An act which has as its major intent the confirmation or
denial of the accuracy of a response. It may be said with
or without feeling.

Examples: No. Thut's right.

An act which confirns the partial accuracy of a response
and implies that additional information is desirable or -
needed. The act must have an encouraging tone for the
respondent to continue. |

Examples: Yes, but what else? Right, but who else knows
a reason?

Perfunctory remarks, which may imply mere closure.
Excmples: Ok, Um-hum. Wlell-1l.

Repeats what the student has said, either verbatim or
general context.

F Fact
0 Opinion
A Analysis

E Experience
Q Questions

Calls on the child after a discernible pause, following a
question.

Examples: 1. John? 2. Who is the president? John?
Fragmentary comment--incomplete and not a meaningful unit
by itself. The teacher must change the direction of

cemmunication in order for this to be scored, i.e. repeating,
pausing, ah's, etc.

Unit of Analxsis

Up until the summer of 1963, the category system was used

as a time sampling method--first with a 10-second unit and

later five; for each five-second period a category was recorded

which in the judgment of the observer represented the teacher's

ndominant intent" during that interval. More recently, it has

e b————— s o e s




-80-

become: ¢ledr that-since several communication acts, frequently
occur within one five-second interval, the use of only one cate-

gory to represent this beriod-of_time gives only a parfia;.Picf

ture and also reduces reliability between judges{* '

For these reasons, during the spring and summer of 1965"

A"i

we developed the ggmmunicatibn unit as-ﬁhe'bisia ﬁonlanalyéia.

By this method, a much more complete picture of the classroom

L

interaction is obtained, as everything the teacher says can

[._,"

be categorized in sequence. For the definition of a communica- 1
tion unit we have used Sapobfa's eariy definition of a psycho- i
linguistig‘upit.as the ﬁsegmenf of fhe meséége which is ‘fﬁﬁcQ L
tionally éperative'.as a“whole in the proée;é of,an&oding'éndﬂ |
decoding" (20:61).#% The problem of developing criteria to

determine when a segment is "functionally operative as a wholé" J

#e are indebted to Brian Heath for a study of agreement
among categorizers using the geventeen-category system. After
intensive training, the intra-rater stability coefficients,. .
using the Spearman statistic/ ranged from .69 to .99 for six
categorizers. Their inter-rater agreement, using the same
statistic, ranged from .84 to .99. 1In both instances, identi-
cal segments taken from tape recordings  were categorized inde-
pendently at two different times by each categorizer. However,
this statistic appeared to ‘provide spuriously high coefficients
because of the preponderantly high frequency of relatively
few categories in the segments and the very low frequency of
most of the categories. Hence coefficients were computed to
show 3nter-rater agreement in each five-second interval, cor-
relating each of five categorizers with a sixth who was most
highly practiced in using the system; these coefficients ranged

from .33 to .74.

t4Many researchers have encountered the problem of defining
a "verbalization unit." In summarizing methods of studying
speech development in children, Irwin discusses the problem of
defining the sentence or verbalization and indicates some of
the ways in which different workers have handled it. Both a
"thought unit" and an "expression unit" have been defined in
terms quite similar to our criteria for determining a "communi-
cation unit" (1u4:507).
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is essentially that of identifying and defining "boundary markers"
or objective indications that the sender has comﬁieted a unit

of communication, which, in additicn, is "functionally opera-

tive" as a unit for the receiver. Intonation pattérn has bedn
ourvprincipal criterion; a drop in the voice (or a rise, if a
question is asked) almost invariably indicates the end of the
unif; However, the context within which words are spokeh and

the grammatical structure must also be taken into account at

times in making the decision. There are certain words in our

languege which, when spoken singly in response to another per-

son (such as "good," "no," and "yes"), convey a functionally
operative meaning. Occasionally a teacher may say such a word
and then continue with an elaboration. In these instances the
separate word would be counted as one ﬁnit and the elaboration
as another, since each could stand alone in this context and
convey meaning to the listener. Grammatical structure as a

further criterion is useful both when the sender is expressing

units in succession (as, for example, several independent clauses
strung together without a drop ir voice, in which case each would
be counted as a unit), or expressing an after-thought following
a drop in a voice. If the after-thought is of a dependent
nature (a qualifying phrase or clause), it would not be counted
as a separate unit as it could not stand alone or be functionally
operative.

Agreement is high in the jdentification ef units. Fiva
different persons, two of whom analyzed each of 40 five-m' -ute

segments, showed a range of 81 to 107 percent agreement in the
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number of units identified, with the agreement in qver half .
the -segments 85 percent or higher. . . . . .

- There ame.primarily two advantages ln_using the,comgnnlcag‘
tion. unit- ag the basig for categorization instead of a time-
sampling method: (1) categorizers are categorlzing the same
verbalization of the teacher instead of having.to decide which
verbalization represents the ”domxnant Lntent" during th.
interval of time covered, and. (2) a complete ‘sequence of ver-

balizations is recorded so that .sequence: analys;s can be car- .

ried. .out.

Some Influences in the Develqgment of a Cat_gprx_;ystem

1

| Ths goal in the work on category systems in this project -

has been to develop an objectlvely defined set of categories '

relevant to the communlcation construct and reasonably complete
in the descrmption of the klnds ‘of teacher communication be-

hav1or. As wve have worked with the systems, it has become in-

creaslngly apparent that even an analysls of the teacher 8 ver-

bal communlcatzon which is 1ntended to be objectlve and none

T

evaluatlve can be conducted from many dlfferent points of view

and levels of 1nference and abstraction, and furthermore, that

the partlcular vantage point selected will reflect (intentionally
or not) the assumptions made (with awareness or not) about

what are some of the important aspects of classroom intéraction.
In an attempt to clarify our own point of view, we have stated
the following assumptions which have influenced.our'thinking

alout the teacher's behavior in the classroom. We assume
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that it makes a difference to the pupils if the teacher:

1. 1Is interested in finding out what kinds of personal
experiences (both cognitive and noncognitive) the pupils have
had or are having, and what personal meaning or interpretation
they give to these experiences.

2. Shares his own personal experiences with the pupils,
and expresses his personal interpretations and feelings.

3. Has created a climate in which spontaneous reactions
are expressed by the pupils, rather than a climate in which he
calls on pupils and listens to them only for responses to his
questions and directions.

4, Expresses approval of a pupil's behavior or contri-
bution, or merely confirms the accuracy of his answers.

5. Expresses disapproval of a pupil's performance or merely
denies the accuracy of his response.

6. ELCncourages a pupil at the same time that he denies
the accuracy of at least part of his response.

7. Asks for pupil's suggestions and preferences and
accepts these when expressed.

8. Analyzes some of the material presented, and asks the
pupils to analyze it, and illustrates it, or presents material
as factual information to be learned as stated.

9. Gives frequent directions to be followed precisely,

or gives suggestions which: need not necessarily be followed.
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CHAPTER V
CHILDREN'S ATTITUDES, VALUES, AND PERCEPTIONS

Rationale for Instrumentation

Independent Variable Intervening Variables Dependent Variables

versity instructor Teacher-Subject Pupll-Subject
4 Y
; ‘ |
A. Instructional B. Attitudes, Values, C. Attitudes, Percep-| |
Approach in_ ; Perception of __ % tion, Behavior §
Teacher Teacher-Subject i of Pupil-Subject ;
Preparation L{ ~ !

!

B.1 Communication
Behavior of
Teacher-Subject
in the Classroom

As stated earlier, one of the primary objectives of the'
Mental Health Teacher Education Research Project at the Univer-
sity of Wisconsin was to study the influence of the glementary
teacher upon the mental health of children in the classroom.

This section presents the rationale for the selection of instru-
ments which were adapted or developed for the ﬁeasurement of |
dependent variables in the classroom during the teacher-subject's
first year of full-time professional teéching.

At an early stage in the project,_it was decided that the
term, "mental health," although useful for denoting the ge =ral

concept of social and psychological adjustment, had through

-85~
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usage become value-laden and ill-defined, and therefore not
amenable to the operation of rigorous conceptual and operational
definition required ir. scientific research. An inquiry into
the literature (e.g., Jahoda(l5)) made it clear that the task
of defining““dihtal healfh" is bdyond the scope of thes present
research. The alcornativc wgych wag -selected was to define
peroonality varisbies and group Qari;blec which are associated
with thc,torm,'?mental health " - Thi@ﬁresolutichjpf;@hﬁ-prak;jf
lem is in keeping with the exploratory-descriptive theme of
tha.groject, which implies that the researcher is cxploring
the unxvorce of .indicators undep such conditions."”"‘

On the individual level, the aspects of mental hhélth which
we have selected to study are (1) the way in which the indi-
vidual sees himself, inacluding hfi self-concept, his ideal
self, and his attitudes toward hlmself, and (2) the way in which
the: individual perceives his social environment, including
his-attraction to others in his group, his perception of the
group. as gratifying or hostile;.and his attitude towapd the
school .environment. 0 i e

. Seyeral; important.considerations guided tthgelchign pfﬁr
the: kinds of ,variables which were to be identified qnd'ggasug??.
The .first consideration was.the requirement that our measures .
be as comprehensiva as possible--that they tap as many dimen-
sions of personality and of the quality of the classroom group
as possible within the limitations imposed by the administration
of a group questionnaire in elementary classrooms. The second

consideration wae the fact that we saw ourselves attempting to
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define important dimensions on two levels, the individual and
the group. In this connection, the work of R. B. Cattell(3?
is pertinent. Cattell distinguishes three types of group di-
mensions: syntality traits, which correspond to: the personality
traits of the individual person, and are the dynamic, tem-
peramental, and ability traits of the group; internal structure
characteristics, which "concern the relationships among members
of the group"; and population traits, which are mere aggre-
gate values--mean or modal characteristics. Cattell's iden-
tification of the latter type of trait demonstrates that be-
havior pattefhs can be seen as characteristic of both individuals
and groups. Overt emotional reactions are at the same time
part of a personality dimension and part of a group dimension.
From the above considerations, it was seen that we wanted
to define and measure not two types of variables, personality
and social-emotional climate, Lut three types: (1) social-
emotional climate as a syntality trait, (2) the quality of

interaction in the classroom as a structural characteristic,

and (3) personality variables, both as individual measures
and as population traits.

Conceiving the social-emotional climate of the classroom
as a syntality trait which can be inferred from interaction
characteristics and from mean values which are given by per-
sonality questionnaires is not inappropriate:. Cattell states
that, "The probable relationship among these three panels

is that if we knew all the laws of social psychology we could.

predict the first from the second and third."(3) Also, elementary

TRy o e e e e e e s e s
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eohool teechere are ddcustoiied to:referring to a pertiouler
class ee en entity. {mplying that certein deeoriptionewoherﬁcterb
ize the group as a group. It is not ;unusual to heer a tbecher”
remerk..fThet ie a good group,9 on. “They were euch a wild
bunch!“ ‘The teacher probably is. referring to an eggregete”"**”
of individuel beheviors-end of the reactione of the children s

P

to one enotner. LI o
) Coneideretione aroge which relate. epecificielly to the S
observation of personality variables.. .. Primery emong‘theee .
. coneideretione {8 ‘the notion that. pereonelity ie e multi- :
level phenomenon. ‘That- is, “it-may be seen as ooneieting of“-
relatively euperficial aspects, . which, include role behevior.
ettitudee. end obgervable mannerisms, and "deeper, underlyihz“
aspects, which we may think of as including needs. " aispositions,
temperament, and the like.. Constructs at the letter level are
not accessible to direct observation and therefore ere of ten
highly inferentiel. There is considereble ekepticiem regerding
the question of whether the elementery echool teacher has any
influence at all upon the aspects of his pupils' personelitiee
which have to do with social-emotional edjustment. At the -
same time it is in connection with the meeeurement of these
very aspects of personality that there is the most ekepticiam.
Therefore a dilemma is seen: to the extent that we focus upon
the objective behavior of the children and avoid references
to theoreticel constructs at a "deeper" level, we are looking

at euperficiel espects of personality, and if we ettempt to get

at meesuree of more subtle emotional dimensions, we are both

PSS




Al

sl

-89~

making a larger gap betwden our instruments and our concepts
and making the llrgo'aotumption that the teacher and the class-
room climate measurably influence the deeper-lying emotional
variables. If we choose ‘he course of observing only overt
behavior, we are risking the possibility that the teacher has
exercised successful control over the children, training them
to be "good" pupils, and we are more or less assuming that
emotional problems on the deeper levels will "come out" in
behavior, particularly in that behavior which is observed and
rated. A resolution of the dilemma was found in the selection
of measures which hopefully assess "personality" at both overt
and covert levels.

The selection of measures of classroom structure variables
requires further considerations. First, the important gsocial
structure variables refer generally to the quality of inter-
action among pupils in the classroom. How do the children respond
to one another? How much are individual members attracted to
the group? Are there cliques? Scapegoats? Do the pupils feel
that their peers are hostile toward them? Second, it is ob-
vious that if they are to be part of a pencil and paper test
the measures must consist of peer ratings on sociometric and
other, similar, questions.

A pilot study of a number of instruments provided support
for the proposition that in measuring behavior characteristics
of individuals in groups, the most meaningful operation is the
gathering of data which include self-reports, peer-reports, and

noutside observer" reports which consist of references to those

e aes o BB e . - - [
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bshavior characteristics which are most .objective and most

susceptible to disqerimination.. In copnection with the .latter

point, there is some evidence that hehavior which.refleots ads
herence to or_doviatign from the most salient.values conqérning
social bcthior Lcnés_itaclg most readily to.the discrimination
of persons. Within the broader framework -of the research :ob--
jeoiivep, this is a conyoqientAand.aignificant"impreslionf '

For in déalinghwith the question of‘mqaauring.aocial-emottoﬂal“'
variables which are relevant for adjustment, ‘we have. the prob-"

lem of the selection of measures which are at the same time-

"

indicatorg_of the emotional state of the individual, indicators:
of the individual's social adaptation, indicators which reliably
discriminate ameng. persons, and indicators which are related

to the value, structure of the institutional context whithin -
whicﬁ thg_behavior_cccurs. It appeaps that all of these require-
ments can be met by measures of behavior differences which are
mocfiapparent to the teacher, the.peers, and the pupil himself.

Not only will teacher and psers be moat;pgrcoptivc.of such

behavior.differencea as are related to the most salient values

concerning the elementary gschool situation, but also the pupil

hinself may be defined by the teacher as "maladjusted" to the

extent that he violates classroom behavioral norms. This

reasoning led to the final selection of the instrumentation
described in the next section.

‘A further consideration in the sglection of measures was'

-t

the desire to know. how the teacher's communication'was perceived

by the pupils. In studying relationships between.teéadchers'

bbb e
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communication behavior and psychological factors in the class-
room, it would be difficult to draw inferences from connections
between observational data (recorded by trained observers) and
pupil behavior if there were little or no connection between
the teacher's communication as rated by the trained observer
and as perceived by the pupils. Also, measures of the pupils'
perceptions of their teacher when compared;to measures of the
teacher's perception of himself would provide an index of shared
space in the classroom with regarc to the teacher as the object
of perception. |

In seeking to measure the important personality variables,
the desire to be as comprehensive as possible led to the iden-
tification of several types of personality dimensions which
have possible relevance for social and psychological adjust-
ment in the classroom.

One important variable is seen in the pupil's self-concept.
As was stated in an earlier paper(10):

We are concerned with the child's feelings of ade-

quacy and whether the classroom experience enhances

or decreases these feelings. Does the experience

of the classroom interaction affect the se.f-~concept

in a manner which helped the child perceive possibili-

ties in himself which he did nct realize were present

or does it cause him to regard himself as less ade-

quate to solve problems and interact with others?
Closely related is the notion of self self-ideal discrepancy.
Previous research has shown self self-ideal discrepancy to be
highly correlated with anxiety. For the measurement of these

variables an instrument was sought which could be used in self

ratings, peer ratings, and ratings by the teacher. The Child
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Report: Children's Behavior. Characteristics Scals (A9F99}’; -
Ideal),- which was patterned from the Reputation Test Jevised
by Wilbert Lewis(17), was selected. as most suitable for all
these ‘purposes. " This questionnaire contains.nine.itewe{which B
refer to three basic conetructs_definedwee,soeia;;y‘edjgsfeq, |
aggreseive, and socially isolated. - It is readily seen that
these construeots. correspond to the. three basic personeli?y.peﬁ-
terns projected by Karen Horney(1l3) as«underly@ng_iqterperaonel

response traits: - the tendencies to move towards people, against

people, or away from people. At the same time, the Child Report:

Children's Behavior Characteristics, Scale (Actual-Ideal) is
recognized as conforming to an important.principle in the con-
struction of rating scales, the principle that the constructs .
upon which respondents are asked to rate themselves or others |
should be kept simple and clear. |

The 'second -type of measure to be considered and accepted
for inclusion in the study.can be described as the.behavioral,
or reputatxonal measure. In brief, the question is, "How is
the pupil seen by hls peers and by(hle teacher?" 'Is he con-
slstantly identlfied by cevtain depcrlptions? Here. the Child
Report: Peer Behav;or Charaeterlstics Scale was used to retc
one another on the 1tems. The teachere were askod to rate the
pupils on the same iteme (see Teacher Report' Children's
Behavxor Characteristics Scale). |

An addltlonal peer-ratlng 1nstrument was included in order

to assess pupzls' responses to one another on items referring

to communicatxon behavior. The Child Report. ' Children‘s’
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Communication Scale was designed partly as a measure of "eshared

space" and partly as a measure of the quality of interaction

in the classroom. Teachers' ratings of the pupils, when com-

pared to peer ratings, would provide & measure of "shared space."
Attitudes of the children toward school and toward learning

were seen as coPstitutipg an important dimension. For this

reason, a questionnaire was developed which measures the favora-

bility of the pupil's attitude toward school, learning, and

his classroom situation. This was given the title, Child Re-

port: School Attitude Scale.

Finally, it was reasoned that a general personality question-
naire should be administered which would measure as many per-
sonality factors as possible. The purpose here was again complex.
First, there was the desire to learn whethe:» significant changes
would be relatec to teachers' communication behavior. Secondly,
there was a desire to learn the conditions under which certain
types of interaction are observed and under which pupils per-
ceive their teachers in certain ways. A search for such & per-
sonality questionnaire led to the selection of the Child Report:
Children's Personality Questionnaire for intermediate grades
and the Child Report: Elementary School Personality Question-
naire for primary g:ades(s,u). These tests are the children's
equivalents of the Sixteen Personality Factors Test and are the
result of extensive factor analytic researcg involving nuﬁerous
subjects and questionnaire items(6). The teachers' ratings
of their pupils on the personality factors were also obtained.

It can be seen that three of the theoretical approaches
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to the study of personalxty have béan incorporatad°"fhe.typé-y
logical approach, the trait "and factér approach, and tha aocial
(interactlon)approach. Thua the oxploratory nature of tho
'research pmject is bemg carried into the dasign fov the ob- '
'servatlon of the pupil-subjects. | R

Saveral words of cautlon ‘ave’in ordéri'.First,'"social
aajasenient;n--a's’"asa might infer from the instrumentation, is rot
v;ewed as’ aynonymous ‘with or 1nd1éatiVe of‘"mental ‘health."- -

By the same token, aggressiVe behavzor and withdrawn behavior

!\0‘

are not viewed as symptomatxc of "maladjustmént. ‘Howéver,

' certaln measares, or comblnatzon of méasures” will be dbﬁsiderad

indicativé‘of si%hafibds which are conduciVe  td anxiety and to’
" defensive attitudes and behavior, or situations which inhibit
éﬁé iaafning process and soéiai-emotioaai dévelopmenf;“

For the measurement of structural traits in the cIassbbdm,
two general procedures weré adopted. The first was the use
of th: Child Report: Peer Choice Rating Scale in which each
child rated every other child in the classroom. The rationale
was that the entire sociometric structure of the class could
be obtained by such a procedure ard that a matrix could be
generated which would reveal each child's choice value given to
and received from each other child. From this matrix could be
measured such variables as reciprocation of choices, stability
of sociometric structure across time, the existence of cliques,
stars, and isolates, and the patterns of choice~giving among
stars and isolates. Also, an important dimension, which has

been shown by previous research to be highly related to such
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factors as group morale, is the distribution of choice values.
Do only a few pupils receive high socionztric scores and many
pupils relatively low scores when cshcice values received are
totaled, or are chaice.values fairly evenly distributed?

In connection with the broader regearch objectives, several
questions were raised: Does the teacher influence the socio-.
metric structure of the classroom? Does the distribution of
choices become more equiitable in the classroom of a teacher who
gives emphasis to creating an ucceptant-permissive atmosphere?
Does the teacher have influence upon relationships between fhe
‘sociometric status of clildren and other variables such as achieve-
ment, sex, and peer rat:..ngs on the hostile-agressive factor?

The second procedure for the measurement of classroom struc-
ture traits was based ujon the assumption that the quality of
interaction can be operationally defined in terms of the way
in which class members ra:spond 1o one another on a number of
positive and negative deicriptive items. That is, to the extent
that class members identify one another as hostile-aggressive,
the social-emotional climate of the classroom is viewed as de-
fensive. This rationale :.s elaborated upon in the section which
deals with the description of the instrument. Because the Child
Report: Peer Behavior Chavacteristics Scase includes the desired
types of items, and because of the time limitations in adminis-
tering a group questionnaire in elementary classrooms, the
decision was made to use the peer ratings on the CR: PBCS for
the purpose of assessing the favorability of class members' de-

scriptions of their classnates.
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.Y ‘In'edlmary, the need to ‘e ne ‘the ‘relationships between

toddﬁers"ccmmuﬁicafidh”behaViob-and*menr 1 ‘health-in their class-

room§'aﬁd'fhé’difficuitfét éncountered in the conceptualizing.of

'mental'hédltﬁ““léd to the specification of certain aspacts of
mertal health and to the ‘selection of relevent personality and
groub*varidﬁleé.-*‘

‘Ihe design included two features: (1) the approach would be
pércéﬁtual'and'wouldfdraw'frdm three sources of perception; . the
pupil;'ihe'peéré;'and ~he teacher; and (2) observation wouid be
made at‘tws levels, the individual and the group, with the indi-
‘vidual obééﬁvatibnS”cbnéiéfing-of-selfLrepdrts,'peerhreports;:
and ‘teachersréports, and the group observations cbasisting of

'“bbpuxatidn'traité and stpuctural- characteristics, or interaction
traité;5from which can be inférred:the'socialhfmotional-climate

of the classroom.

From the “above -design, two questionnaire booklets were de-

-veloped, one for pupils and one for tzachers. *"he pupil ques- !
tionnaire. inéluded’instruments for the maasurement of perceptions
of self, sélf-ideal; peers, teacher, and jdeal-tsacher, and for f
‘ ‘the mesurement ' of school attitudes and peraonality factors. " g
fiﬁe7téabher'Quéétionnaire’included gcales for his.rating of him-
" gelf, jelf-ideal, and’of his pupils on-behavioral itams,: com- -
munication items, and personality factor descripzions.
Twa following -section describes’ these instruments and the

prééeéﬁfes used for their analysis.
2

Child Report: Teacher Commvnication Scale'(Aptual-ldeai) ’
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Description. The Child Report: Teacher Communication Scale,

which consists of twelve items, was developed for the purpose

of measur ing children's perceptions of their teacher's behavior
on dimens.ons which correspond to categories found in the ob-
servational recording system. It will be recalled that there
are thirty-five basic categories defined as, for example, "gives
information," "asks for information," and "gives directions."

Two categories are omitted in the children's questionnaire. One
refers to perfunctory agreement, a concept which is not believed
to be amenable to discrimination by elementary school children.
The other refers to the absence of communication--where no sending
or receiving is taking place. The descriptive items and cor-
responding communication categories are shown in Table 10.

The twelve items were selected after analysis of a pilot
study of an instrument containing thirty-six items. Items were
chosen upon the basis of clarity, logical relationship to the
conceptual categories, and discrimination and internal consis-
tency. The formzof the final instrument is similar to that of
the Child Report% Behavior Characteristics Scale (Actual-Ideal)
instrument ; des&riptions of behavior are given, followed by
the question, "Is my teacher like this?"

Because certiin of the items have negative connotation
such that positiv: responses to them might be interpreted as
devaluation ¢f the teacher when this is not the case, the same
descriptive iteme are given on a separate page with the question,
"Jould I like a teacher like this?" This latter instrument

is referred to ar the Child Report: Teacher Communication Scalse
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TABLE 10

. .
- LY TV TS . -

) DBSCRIPTIVE 1TEMS ON TEACHER COMMUNICATION T
. ..RATING SCALE WITH COREESPONDING. . . ..

VBRBAL COMHUNICATION “CATE

as if they were your friend.

, — - e et e st o e e
Item .. ..Deseription - ... *7 Categary .-
1. Some teachers can givé ybu "6, Gives ééadimicdlij'véri;'
.fdctd about -many things. . " .fiable information - .
9. .Sbme teachers asy lots of .~ 1, 'Asks. for academically
. questions about thinbs in verifiable information.
- gchool.,’ IR o N
-3, Some teadhers suggest -dif- 6. 'Gives suggestion.
ferent things so you can
choose for yourself,
y, Soie teachers are too busy 1l.. Inhibits communication.
to notice when you need
helpo ) . -~
5, Some teachers ask you how . 2, Seeks or accepts direction.
you think things should be
done. . .
6. Some teachers tell you . - - 7. Gives directione. '
| exactly what to do.
7. Some teachers mnake you feel 12. Shows negative feeling.
- as if they don't like you. o . ,
8. Some teachers ask you how . 3. 'Asks for opinion.
you think and feel about
things. : e
9. Some teachers let you know 8. Gives opinion.
how they feel and think
about things. - .
10. Some teachérs listen to you 4. Listens.
when you want to tell them
something.
11, Some teéachers can explain- 9. Gives analysis.
things.clearly.
12. Some teachers maké you feel 10.

Shows positiGé feeling.

=

— o CcZ

—
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(Ideal), the former as the Child Report: Teacher Communication
Scale (Actual). The format of the items of the two inatfﬁhnnts

remain jdentical except for the stems. See sample items in

Figure 10.
Some teachers suggest | YES yes no NO
different things so you Is my teacher .
can choose for yourself. - 1ike this?
Some teachers suggest ‘ YES yes no NO
different things so you Would I like
can choose for yourself. a teacher
like this?

Fig. 10.--Sample items on the Child Report: Teacher Com-
munication Scale (Actual-Ideal)

The Child Report: Teacher Communication Scale (Actual-
Ideal) instrument provides a measure of the pupil's ideal teacher
against which his rating of his teacher can be evaluated and
from which can be inferred the relationships between pupils'
nteacher-ideal" and other variables, such as grade level, sex,’

achievement, and contact with a particular teacher during a

school year.

Analysis. The data from the CR: TCS(A-I) instruments were

enmmarized for each class as the mean pupil response to each of
the twelve items on the four point scale, the mean discrepancy
between respchses to the two questions on each item, and the
total mean discrepancy between responses to the two questions
on each item, and the total mean discrepancy for the twelve |

items.
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Comparison of the teachers' ratingo on‘all of ‘the - ‘twelve -
1tamo immadiataly appeared to ba an unnaooaaarily ‘Gomplex ‘task. .
The nature “of the items suggaata that tharo may be several-under-
lying factors which account for the responses of pupils to their

tsachers on tha quaatzonnaira. Tharaforo tha data were sub-
jedted to factor analyaia. Pira factora waro yialdod, and four
were rotated by the varifax method. The rotatod faotor matrix :
is. given in Table 1ll. The column headed h2 shows the oommunali-
ties. Factor loadings of . 20 and larger wara arbitrariiy se-
legted as_indicating s}gniflcant oontribution of an item to a
factor, except’ in the case of Pactor I,.in wnioh uo waa thp
cut-off point. Because of the aubaoquant utility of these ' -
factoranin«latarfanalyaia'of,ghg,data,:thoy.aro_diaoq&;ao hora
. in some detail's . The first factor, "Interest in Intorporaonal
Relationships," accounts for 37 per cent of the total varianoo‘
and includes four items.(see Table 12). Tha;faotor.aaoma to
indicate teachers' concern for what.the pupils think and faalj
and teachers' willingness to reveal psrsonal opiniona_ﬁo ;ha.;_
pupils. The teacher who scores high on Factor I might be.oa-.»
scribed as interested in personal content and in establishing

& relationship with th;.pupils which is conducive to the .ex-
pression of paraonal material. |

The oooond factor, "Directiveness," which accounts for 23
per cent of tho total varianca, includes items that relate to -
the atructuring of claasroom procedura (see Table 13).

The directions of tha factor 1oadings 1nd1oate that teachers

R OE S RN C
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TABLE 11
ROTATED FACTOR MATRIX OF THE TWELVE ITEMS ON THE

CHILD REPORT: TEACHER COMMUNICATION
~ . SCALE (ACTUAL)

Iten Factors
T | II. 1. IV, | ne
1. .203 .055 - <.009 .332 ,185
2. 420 . 261 . 026 166 .273
3. .179 -.256 .138 .184 151
4. . 034 429 -.125 -.159 . 226
5. 467 -.359 -.007 .070 ©.352
| 6. ~.0u6 ,351 -.012 .085 134
| 7. . 035 .176  =.1460 -.152 - .267
; 8. .33 -.189 .12l 175 .370
9. 489 -.017 .102 .110 262
j 10. . 087 -. 004 ,222 402 .218
11. .097 -.098 ,149  .353 .166
12. .212 .005 ~ 487 .107 .275
TABLE 12

" FACTOR I - INTEREST IN INTERPERSONAL RELATIONSHIPS‘

P — o

Item Description o Factor

Loading
8 Ask you how you think and feel about things .538
9 Let you know how they feel and think about things .u89
§ Ask you how you think things should be done 467
2 Ask lots of questions about things in school <420
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TABLE 13
'FACTOR II - DIRECTIVENESS

— 0 Cal

Itenm o Descriptionm - LT Paétor’- T 1
. Loading ;J
b Are too busy to notice when you need help 429 L}
6 Tell you exactly what "to'do -,381 -
2 Ask lots of questions abput things in school «261 :
5 Ask how you think things should be done -.359 L‘
3 . Suggest different things so you can_choose for -.256

yourself

-
MY )

1

who score high on Pector II are seen by their pupils a8 too busy

to notice when help is needed, telling pupils exactly what to

do, aeking many queetions, and giving little opportunity for "

pupils to suggest or select elternative procedures and ectivitiee.
The third fector, "Relatability," which accounts for 20

per cent of the totel xariance, includes items thet are cledrly

affective in connotatlon (eee Table lu). It is interessting to

TABLE 1M
FACTOR 1%I = RELATABILITY

Item | ¥ . Description’

Factor
Loa@ing

12 Make you feel as if they were your friend
10. Listen to you when you want to tell them some-

thing
7 Meke you feel as if they don't like you

467
. 222

-.460

note thet the item whxch nefera to listening is 1nc1uded in
the factor. Appevently the factor coald almost be called
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"receptiveness," or "responsiveness." In any case, thc'teachor
who is seen as a listener is also seen as one who shows positive
affect. |

The fourth factor, "Acadeuic Orientation,” accounts for
20 per cent of the total variance and incluaes items which are
bagically related to the gsending-receiving dimension. At first
glance, the factor is paradoxical to the extent that sending and
receiving are thought of as opposite poles of ‘a continuum, i.e.,
the signs of the opposing items should change. However, it is
important to recognize that the children were not asked to- es-
timate the proportion of time their teacher spent in each type
of behavior--they were asked to rate the extent to which'the
description "fit" their teachér. -Also, the general nature of
the factor rules out halo effect as an explanatioh. Therefore
the factor is seen as describing a dimension which may be ‘de-
fined as concern for academic exchange. Teachers who score
high on this factor relative to other factors are‘perceived.by

their pupils as concentrating on subject matter. (See Table

15.)
TABLE 156
FACTOR IV - ACADEMIC ORIENTATION
Item Description . Factor

Loading

10 Listen to you when you want to tell them something .402

11 Can explain things clearly .353
1 Can give you the facts about many things .332
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...~ The ;construct -validity of .the. four teacher rating factors
- -was tested ‘by the standard method of investigating the. .relation-
ships between the factors, treated as variables, and other ..
variables. with which they -0can theorecicclly be expected- to cor-
relate. . Two proceduras were used: .oorrelation anaiysis and.
‘gohtingency analysis, . ... . .-~ . - Y I SRR,
- It was expeoted that the ‘perceptions.of -tsachers -by pupils
..on'the dimensions :defined by the factors would be rzelated to .
such variables as. favorability of .school attitudes; .sociometric
status, achievement .level, Bex, .grade level, and persopality.:
ratings.- . . . . T s e bl 0 e sk
. Pupile' ratings of their teachers on.Factor I,."Intsrest.
; in Inter-personal Relationships,! .was found to. be correlated .
positively with’ their socjiometric status; school attitude: favor-
ability score, and negatively with their CPQ Factor score on
0, "anxiety." - There. were no unanticipated correlations.  Grade
level. was inversely.related to teachers' ratings.

Ratings by pupils of their teachers on Factor III, "Relat-

ability," were correlated positively with school attitude favor-

ability scores and with measures of pupils' "gociability," and
negatively with self- and peer-ratings on the hostile-aggressive
factor of the CR: PBCS. -Ratings were higher by girls and by
high achievers.

Ratings on Factor IV, "Academic Orientation," were cor-
related with positive attidues toward school. Ratings were. .
highéﬁ by girls and by high achievers. b | T

In summary, all four factors demonstrate some construct
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validity, while only that of the first three factors can be

said to be satisfactory.

Child Report: Peer Communication Scale

Description.-'The Child Report: Peer Communication Scale,

developed by members of the project, consists of eight items
which refer to certain of the communication categories employed
in the analysis of the teacher's communication pattern. The scale
was developed and administered to the pupil-subjects for two
primary purposes: first, as a measure of "shared space" when
compared with the teacher's ratings of the pupils on a similar
instrument, and second, as a means of determining the extent
to which children are perceptive of behavior differences on the
dimensions defined by the items and the extent to which the
jitems are related to other variables, e.g., sociometric status.
The administration procedure was the same as that for the
Child Report: Peer Behavior Characteristics Scale. Inter-
mediate pupils read the items and referred to a printed class
1ist for classmates' numbers; the administrator read the items
to primary pupils, who referred to a composite class photograph
for classmates' numbers. A sample item is shown in Figure 1l1l.

8. Some children ask you how you think things should be done
Who are They?

!
Fig. 1l.--Sample item from the Child Report: Peer Com-
munication Scale.

bk LA e A i i STl el MRS s o o i
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Analysis. As in the case of the Child Report: Yeer Behavior

Characteristics Scale, raw data were coded for numeri.cal analysis
as the number of nominations received by each child on each
item. To date, analysis consists of a study of internal con-
sistency and the correlations between pupil's ratings on the

items and.twenty other variables including other paer ratings,

‘CPQ Factor scores, and sociometric. status scores,

Child Report° Peer Behav1or Characteristics Scale

Description. The Chlld Report. Peer Behav;or Character-

istios Scale, ‘which is a variant of standard sociometric pro-
cedure, involves the presentation of brief behavior character-
istics to a group of children with instructions to assess which
members of their peer group flt the description. - ’
The CR: PBCS used in thlB study was adapted from a test
developed by Lewzs(l?), who had analyzed and revised items from
earlier studies done by Havighurst and others(l2) and Mitchell
(18). | | o | ;

‘This is a nine-item test, three 1tems describing each of

the three constructs° socially acceptable, aggressive, and

socially isolated. The construct of sOC1a1 acceptability includes
active 1nvolvement in highly-valued peer group actzvzties, spon-
taneity in expression of feelings and attitudes, and a minimum

of internalized tensions or confiict with the environment, as
characteristic role behaviors. The aggressive‘construct is
characterized by 1nvolvement in social activities, but accom-

panied by open conflict and the expression of intense negative
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feelings. -The social iso.ation construct involves. withdrawing
behaviors, -emotional constriction, and generalized internal
tensions. Lewis-reported that .each. group of three items proved

to be internally consistont; to have. significant positive cor-

relation with the. group »f three items, and to have no correla-.
tion-with items represen:ing the other two constructs. . The .
test-retest reliabilities of the three groups of items were es-

timated as .98 for social acceptability, .82.for aggressive mal-

; adjustment, and ,72 for social isolation. . . R

. The. format of the items (see sample items. in Figure 12). .,

is designed. so that. the. gonstructs appear in triads, i.e.,.. . ..

oing.. the ones theat think of -interesting things to do? . .
BOINg, £ L4 Lo

[T IPTET St - [ e _}

. . o . . . . e e . e of 2

":".".'f peom o N R

2. Which children quérrel and argue & lot?

ame et W - N

3. Who are the boys and giris that are £od “shy to make friends
: TQaSil 2. .. . L : . . :

socially acceptable items are ordered as #1, #i, and #7..
'
1. Which children are QOOG at Qfaftihg gémés-ana“ééftinéhtﬁiﬁgs

Fig. 12.--Sample items from the Child Report: Peer Behav-
jor Characteristics Scale.

In order to facilitate the children's task of responding

about their peers, and for ease in computation of their responses,
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a sheet possessing the names of each child in the clasnsroom
with an accompanying identification number was presented to
each child with the test form. In the case of grades 1 and 2
where nam: recognition would be difficult, a composite photo-
graph of all the children in the classroom with identifying
number was given each child. Intermediate grade children were
instructed to read each item and respond by putting the numbers
(corresponding to the child on the name sheet) of the boys and
girls whom they selected as possessing the characteristics of
that particular item. In the case of primary grade children,
the test administrator read the items and the children were
instructed to look over the photograph and réspond by putting
down the numbers (corresponding to the pictures on,the composite
photograph) of the boys and.girls they think the d«scrlptLOn
refers to. The children were instructed that they need not
£i11 all the boxes and that if they needed more space they could

put more than one number in the Dbox.

Analysis. The raw data were coded for numberical analysis

as the number of nominations received by each child on each item.
This operation provided for analysis at two levels, that of the
class and that of the individual. The number of nominations
received by individuals can be examined for their relationships
with other variables, such as seX, self-concept, teacher ratings,
and favorability of school attitudes. At the same time, each
class can be represented in terms of such measures as the number

of children named on each item, the total number of nominations
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made by the classg on each 1tem, and the dxstrlbutlon of nomina-

.‘..

tions..

. o

.Because of “he complexlty of both the 1nstrument and the

purpose for whica lt was used, the data ylelded by the CR° PBCS

. weye analyzed in several ways, Whlle the structure of the 1nstru-
ment is. describel above, a dlscussion of the complex purpose
. for which it was used is in order._‘ f” | | | o

In the most general terns, the CR’PBﬁS (peer nom1natxon'

- -~technique) was uaed as. a. partlal measure of the favorablllty of
the soclal-emotlanal cllmate of the classroom._ The ratlonale
for its use. was that to the extent that peers are lndzcated

. &8 descrlbed by favorable VS, unfavorable 1tems, the soolal-'.
emotional cllma e 18 favorable, and, the obverse, the 1nd1catlon

HERS

of peers.on un avorable items is p031t1vely related to the o

’
unfavorability of climate.

~ This rea:oning follows from these premises: (l) The items
referring to socially accepted behavior and socielly'acoepted

- persons also refer to the persons with positiﬁe valence #o¢ the

respondent. (2) The items referring to ag gre331ve behavior
and to withdrawn, soc1ally isolated behav;or refer to persons

‘ having negative valence for the respondent. (3) The elemen-

i tary school pupil is a member of a nonvolunatry group 51tuat1on
in the ciassroom, and, as such, his "morale" 1s h1ghly dependent
upon the positive vs. the negative attraction which the group
has for him. (4) The positive vs. negatlre attraction of the
group for its members oan'be operationally defined as the ten-

dency of its members to be named by one another on positive

.
s
2
i
a
J
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vs. negative, or favorable ve. unfavorable, descriptions.
It was further reasoned that the attraction of the group
is a function .ot only of the tendency for members to be named
but for members to identify others on favorable descriptions
when given the opportunity to do so. Therefore the t&?T1 number

of nominations made on each item was recorded as a class mea-

sure, and an index was derived whica incorporates both the num-
ber of pupils named on an item aud taw number of possible choices
utilized by all class members. This index is expressed in terms
of the proportion named and the proportion of possible choices
used; hence it is referred to as the "cross proportion."

Also, in order to determine how many pupils were being nomi-

nated with some consensus, it was decided that the number of

pupils receiving more than the expected number of nominations

on each item should be studied. The expected number of nomina-
tions was believed to be represented by the population mean.
(This mean was preferred to the class mean because in classes
with high means only a few pupils may exceeu the mean, in which
case misrepresentative figures would have resulted). One as-
sumption underlying the abovg operation is that persons receiving
one or two nominations on an item represent random choosing.
Her.ce, on any item, the number of nominations made may be taken
to represent (1) the extent to which the description is felt

by the pupils to characterize members of the class or (2) the
presence of positive or negative attraction, according to the item.
The number of persons who receive more than the expected number

of nominations may be taken to represent (1) the "gharing" of

L
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the behavior or quality described, (Z) the intensity of positive
or nczativo attraotion which. namcd members havo for tho group,
and (3) the "consensus of opinxon among claaa membevs rogdrding
the applicability of the description to particular persons.

Items whichload each of the three factors bn' the CR: "PBCS
were combined in order to assess the iendency of the clasi to
be charactérized according to each behavior cluster., 'This com-
bindtion was accomplished by combufiﬁg the pfébability’fhat“a'
person drawn at random in the class was named at least once '
on at least one of the items on that fagtor. Probabilify.static-
tics were utilized to facilitate the comparison of classes dif-
féring“in size, |

Finally, two indices were conputed‘fgﬁ/each-class which
indicate the combined tendencies of clas§ melbers to-name one
another' and to be named on both favorable and unfavorableé items.
The firat of these indices, called ths Primary Index of Social
Acceptance (PISA) is the probability that a child drawn at ran-
dom in the class was named on at least one of the favorable
jtems and on none of the unfavorablé items. The second index,
the Reflned Index of Social Acceptance, is the probability that

a child drawn at random in the class was naued more than thQ

expected number of times on at-least one of the favorable items
and on noné of the unfavorable items.

‘15 short, the instrument has been used in the present re-
gsearch primarily as a diagnostic device for. classes rather than
as a diagnostic screening device for individuals.

Formulae for the.class statistics are presented below:
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The cross proport'on for each item is given Dby

P, = Number named at least once Number of choices given
i Number in class ‘ Possible number of choices

The probability that a pupil was named on at least one item on

the socially accepted factor is given by,

Peac 1 - [¢(1 -P) (1L -Py) (1 - P7)]
and the probability that a pupil was named at least once on at
least one of the items on the socially accepted factor but not
once on any of the other items is given by

- PISA = Paac (1 - Phag) (1 - Pwid)
where Ppgp is the probability that a person was named on at least
one item on the hostile-aggressive factor and Pyiq is the proba-
bility that a person was named on at least one item on the with-
drawn-social isolate factor.

Analysis was made of the individual correlations between
factor scores, PISA, and a number of other variables, including
the CPQ Factor scores, and the sociometric status scores. Cor-
relations generally gave substantial evidence for the reliability
and validity of both the data and the constructs.

Child Report: Children's Behavior Characteristics Scale (Actual-
Ideal)
Description. The purpose of the Child Report: Children's

Behavior Characteristics 3cale (Actual~Ideal) is to elicit from
the pupillan intra-sslf measure of the relationship between a
pupil's perception of his environment and his conception of

what it ought to be. What is looked for is the degréd of dis-

crepancy between ¢ pupil's self perception and an ideal self;

o Co . 3
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between his perception of himself as he is and as he wouvld like
to be. - | |

The CR: CBCS is a nine-{tem test, three itenms describing
sach of the three constructs: socially adjusted, aggressive,.
and socially isolated. These items, cxcept for form are similar
to the items used in the Child Report: Peer Behavior Character-
istics Scale. These game items were selected for this test be-
cause it afforded an opportunity of 1nd1cating congruence or
incongruence between a student's perception of himself and the
way he is perceived by others, a check as to what extent a stu-
dent's image of himself matches the image his classmates have of
him. |

In the first part of the CR: CBCS(Ideal) the student.is
asked to indicate how strongly he would like to be or would not
like to be the person described. In the second part of the
CR: CBCS(Actual), the items are repeated and the student is
asked to indicate how strongiy he feels he is like or is not
like the person described. In order to reduce the influence
of the pupil's résponses to the first part upon his responses
to the second, the two parts are widely separated in the test
booklet. The two responses by the student (i.e., whether or
not he wants to be like and whether or not he is like) are
then compared in the scoring process, after which the amount of
discrepancy between the two tests becomes the index of self-
concept.

The format of the items (see sample items in Figure 13)

remains identical except for the stems--Do I want to be like

-
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"this? and Am I 1ike this?

st ey, . Actual

o

1., Some children-ape good:at .. . . . . ... ..YES yes no N
gtarting games and getting Am I like this? \
.. things ;oing...They think .. . . . . .. |o.1 _J

of interesting thinga to do.’

-\

'Ideal
Some children are good at 7 YT YES yes no NO
starting games ang: getting .-, Do.I want.to fL. Y
things going. Ttey think be like thxs? 1 !
of interesting things to.do. T :

. . R .« . et _f . . ., .
4 s . - K 2o 4 o
e iy iy

Fig. 13.--Sample items from the Child Report: Chindren's
Behavior Characteristics Scale, (Actual-Ideal). T

-Analysis. Responses to the items were scored 4, 3, 2, .
and 1 respectively, and were tabulated for machine analysis.: .
Primary analysis consisted of the summarizing of data from each
clags. . A computer program was written which computed the mean
response score for each item on each of the two parts, the mean
discrepancy score for each pair of corresponding items, and the
total mean discrepancy. The 'mean self-concept" of a class on

each of the three constructs, or faptors,‘was_gompgted by summing

each child's recponses to the items on each construct fur a fac-
tor score and finding the mean factor score_fqr_the}c;ags. These
in turn were printed by the computer as the "@egq:se;f-congept
profile," in which the three factor scores appear from left to

, right as aggressive, socially acceptable, and socially isola-

ted, Correlationfanalysis of the mean,self—cppcept profile

it st ahie e fhden s
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scores has provided evidence of their construct validity.
Individual's fdctor scores on the self-vatiégolﬁore cor;
relatsd with a number of other variables as part of an ancillary
ptudy~6f pupil'sjpgrqéptions of self, teacher, and paers. The

correlations give .substantial evidence of the construct validity

[,

of the three factor scores.

! Analysis is currently being directed toward the discrepancy

gscores and their relatiornships with other variables such. .48

{ sex,.age,.school attitude, achievement, and sociometric status.

{ Child Report' Chiidren s Personality Questionnaire--Early
School PersonaIiti guestlonnaire .

13
[ -

Debébiétioﬁ. Cattell's "Children's Personalify Questlon-

nire"(S) and Coan's "Early School rersonality Quest;onnalre":_

’ (u) were usoa as the instruments for 8888831ng persbnallty pat-
terns of the pupil-subjects in this study. The CPQ measures

' a' get of ii'distindt.himensiéne-of personality. The ESPQ,adjus-

;‘ ting §tem§.foF age interest, makes use of the same principle

| personality dimeﬁ#iéns.»-h _ ) S |

%' Because of time limitation in test schedules, it was neces-
sary to restrict the questionnaires to eight factors. Those

[] factors selected for inc.usioh in this study are shown in Figure

[ 14,

'‘Both the CPQ and ESPQ were administered in group gsituations.
Certain differences should be noted between the make-up and ad-

ministration of the two questionnaires. The CPQ was administered

items arranged cyclically ih terms of factors. The students

[ in grades 4 through 6. Each of the eight factors ‘contained five




C.

E.

Qy

CYCLOTHYMIA
(warm, outgong,
sociable)

EGO STRENGTH
(stable, realistic,
calm)

DOMINANCE
(aggressive, self-assertive,
rebellious, self-assured)

" SURGENCY

(gay, talkative,
enthusiastic)

SUPER EGO STRENGTH
(conscientious, determined,
persistent)

PARMIA
(thick-skinned, socially
bold, impulsive)

GUILT PRONENESS
(worrying, discouraged,
lonely)

HIGH ERGIC TENSION
(tense, . restlessly
active)

SCHIZOTHYMIA
(critical, stiff, aloof)

EGO WEAKNESS
(emotionally immature,
can't face realities)

SUBMISSIVENESS

- (dependent, obedient,

mild)

DESURGENCY
(sober, depressed,
glum)

SUPER EGO WEAKNESS
(undependable, casual,
guitting)

"~ THRECTIA -

(timid, threat-
sensitive)

" UNPERTURBED ADEQUACY

(secure, confident)

LOW ERGIC TENSION
(relaxed, low tension
drive)

Fig. 1l4.--Certain ESPQ - CPQ factors.

were asked to read the 40 statements, with each statement con-

taining two possible choices, and to "mark the side that fits

you better."

The ESPQ was given to grades 1 through 3. Each

of the eight factors contained six items also arranged cyclically

in terms of factors.,

Here the items were read aloud and the chil-

dren were instructed to mark the choice which fits them best.

With the use of a scoring key, each child's questionnaire was

checked and a score was recorded for each of the eight factors.

e e sk o s
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* Analysis. Faotor gscores were tabulated for mschine enslysis.

CANE SR R

Use of the computer for. snelyszs has made possible -the eqsy.oon-
version of raw scores to stens or staves in the event such scores
wers requxred by a pertlculnr analysis. -Also, corrections for
sex and age dmfferences in.scores, recommended by Csttell in

the Handbook for the CPQ, are made ag asubroutine. in computer
programs which compare groups involving sex and age.differences.

‘Correlations between CPQ and ESPQ factors scores and other

' variables have been studied.:

-Child Report: School Attxtude Scale

.. Description. All pup11 respondents were adminxstered, as

a psrt of the test battery, a serles of twelve 1tems designed

to measure the favorablllty of elementary school pupmls' etti-

“tudes toward school. The 1tems are intended to assess positive

or negative attitude with reference to several aspects of the
school situation: the'olassroon, learning, sohoolwork, end school
in generai. Several of the items are originai in the present
research, while others are borrowed from earlier studies.
&nereiere'six positive and six negative stetementg,_ordered

in snch a say as to reduce bias from response set.

o The format of the items (see sample items in Figure 15)

'13 designed to reduce the operation of: the tendency to give
gocially approved responses, or a bias in the direction of social
approval. By prefixing the items with the clause, "Some children

ssy,"?it was hoped that the attitude expressed by each item

.
é
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SOME CHILDREN SAY:

YIS ves 1o WO

I enjoy most of the things Do you feel
I do in school. _ like this?
YES yes no NO
I think school is a waste Do you feel
of time. . like this?

Fig. 15.--Sample items from the Child Report: School
Attitude Scale.

would be regarded as the "norm" for a set of children and that M

the respondent would be more willing to express his own negative ,

feelings if he were "agreeing" with this imagined set of peers.

Intermediate grade-level pupils were instructed to read‘the
items and mark their responses, and the items were réad aloud
to the primary grades; Testing personnel were advised to take
special precautions against confusion resulting from double

negatives. That is, they were told to emphasize that the ¢hild

was to answer the question, "Do you feel like this?" rather

than to state the corollary to: "I don't like all the hard work

we have in school."

Analysis. From the research population of approximately

1,070 pupils, data from 822 pupils were used for analysis of the
instrument. These data excluded responses from pupils who were

judged to be unreliable, and excluded the entire test of any

respondent who failed to respond to one or more items on this
test.
Test data were tabulated on IBIi cards and were submitted

to analysis on the CDC 1604 computer by use of the Generalized

e el ik o e b . 4
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Item and Test Analysis Program (GITAP).* This program provides

a score for each individual, a frequency distribution of the test
scores, summary statistics of the sample, internal consistency
reldability of the test by means of Hoyt's Analysis of Variance
Method, item difficulty, and item-criterion correlation, either
biserial r or point biserial r.

The input routine includes a set of scoring key cards upon
which the item response weights are punched. This feature per-
mits the varying of weighting sdhemés,?eéen fo the extenf‘of
omitting particular items by assigning all responses zero weights.

_ The School Attitude scores were developed by running the
GITAP program several times with different weighting schemes.
The first analysis was made with item responses weighted 4,
3, 2, and 1, or according to the coding system which was used
for all responses on the "YES, yes, no, NO" scale. Item statistics

indicated that other weighting systems would be more appropriate.

For example, it was learned that for each it~m all responses
except the one at the favorable extreme were correlated nega-
tively and significantly with the total scores. This meant that
for a positive item a child who responded "yes" was more likely
to have a low total favorability score than a high one, which

in turn indicated that the respondents did not "see" the scale
which was intended by the response alternatives. Apparently,

the four step scale taps heavily'the negative end of thé attitude

range. This is probably an artifact of the reluctance of children

#yritten by Frank Baker, on library tape in the University
of Wisconsin Numerical Analysis Laboratory. : '
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to express negative attltudes toward ‘school (and authority figures),
"a reluctance whmch resulted in the'marking of "yes" responses
when "no".or “NO" were the covert’ responses (see’ ths frequency

distrlbutxon of item choices preseénted in Table 16). ‘:Ttem -de=-
scrlptlons dre found -in Appendix L.*

TABLE .16

FREQUENCY -DISTRIBUTIQN QOF ITEM. RESPONSES AND
CORRBLATION OF FAVORABLE RESPONSE -
WITH TOTAL TEST SCORB

.., . %tem | Item i.épeaseé R
A Y5 yes mo ~ NO
1. - ;o s0L 228 . 46 47 .84
2. . 187 177 1e8 320 .y
3. - w2 . lew . 89 107 ",75
4. . . 105 . 37 54 626 ST
.. - 852 201 54 . W5 8.
6. g0 106 23 . 53 .76
7. w2 125 116 439 .84
8. . 381 238 130 .73 .88
9. - - - 72 40 79. 631 T
‘100 . 119 . es 120 527 .79
1. . . .127. 122 152 W21 .78

12. 487 154 77 104 .73

. The final run was made with the extremely favorable response
on each item weightéd seven (the hlghest possible weight) and

all other responees weighted zero. Table lgashows the frequency
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distribution of total score.
The Hoyt Reliability coefficient was .84, and the correla-
tion of extremely favorable responses to each item‘wifh total

scores is shown in thé'right-hand'cblumh of Table 16.

LR

Child Rgggyt: Peeglcpo§cg.8ating”_

Description. The Child Report: Peer Choice test.employed

in this study was patterned after a procedure developed By Virgil
Herrick and staff in the Wisconsin Growth Study(23). The method
used was to record a "feeling" response of every child in the .
classroom for every other child in the classroom. Names of each
of the children were printed on small 1" x 2" cards and each child
received a complete set of these cards. In the case of .grades

1 and 2, where name recognition would be difficult, each child
received a set of small 1" x 1" pictures of his classmates.

The children were instructed to sort these names (or pictures)
according to thzir regard for them. Three envelopes were also
distributed with the cards (or pictures) with the words “YES,"
"yes," and "NO" printed on them. On the first sort, children
were instructed to place the names (or pictures) of children

they would like to play with in the "BIG YES" envelope and those
they would not like to play with in the "BIG NO" envelope. On
the next sort, after removing the "BIG NO" envelope and replacing
it with the "little yes" envelope, the children were instructed

to take the names originally assigned to the "BIG YES" envelope

and place those names (or pictures) of the children they especially

liked to play with in the "BIG YES" envelope. Figure 16 gives a
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break-down of this sorting procedurs..  :: .ot i Ty =
T S Y o Tt it e ]
SOrs 1..*_ Sort 2: o

Pl 4 - LU A ".— PAa,
ike to plgxﬁwith. Eggpciallx likc to glay with a

D L)

Do not prerer to pl ax with - Like tofggfy with

[ UJ
;-'"‘4'.."; - - s T t

Fig. 16.--Sociometric ‘card sort into -three preference
levels. -

. Analysis.  The preferencé choic¢es were scored 3, .2, and:} i

for thé "YES," "yes," and "NO" résponses, respectively, and.were -
. pecorded’ for each cglass in an N x N matrix where N represents. :J
" the” number of!subjects in the class at the -time.-of: sociomesrie )
tdsting. Subjects' names or identification. numbars were.listed J
along the top and left-hand margins, usually.in alphabetical . o

order, ~Columns- represented choice values given, and rows:nepr

vesented. choice values received. That is, the preference ratings
‘given by an -ihdividual were listed in. the column bsneath his

name or number, in the rows corresponding to the persons to

wholn he had given the ratings.

Summing the choice values received.gave each subject a socio-

" metric status score, or an index of prefcrehce_from the entire

class.

The stability of choices on the three administrations of the
test in October, January and May, was analyzed by computing
" for each class the proportion of choice values given that remained
the same in subsequent testing. At the same time, the propor-

tions of increase in choice values given and decrease in choice
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values given were computed for each class. The raw data and
proportions were computed and printed by the computer in the
form of transi+ional matrices. Present analysis is dealing
with the question of the conditions under which there is stability,
"upgrading" and "downgrading."

Classes are also being analyzed in terms of mean sociometric
value given (the mean sociometric status score divided by N-1)
as an overall index of liking. Several important questions
are being treated: What is the relationship between the teacher's
communication behavior and the mean sociometric value given?
What are the relationships between sociometric values given and
such variables as school attitude, perception of the teacher,
and personality factor scores?

Finally, it is hoped that an index of "peer acceptance"
can be developed from a combination of sociometric status scores
and nominations on negative descriptive items on the peer-rating
questionnaires. The notion of peer acceptance is defined here
as the liking of a person in spite of the fact that he is seen

as possessing undesirable traits. Where peer acceptance is

low, there should be a high negative correlation between socio-
metric status and nominations received on the unfavorable de- |
scriptive items. If peer acceptance is high in a class, there |

should be little or no correlation between these variables.
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Cartoon

I.

II.

I11.

IV.

VI.

APPENDIX A

TEACHER REPORT:
.Descrigtion

Two little girls playing
dolls. One child is handing
a doll to the other.

A teacher carrying a
screaming and kicking child
into the principal's office.

Three children painting
at easels, two are covered
with paint. The third child,
a little boy, is explaining to
the teacher.

A boy had bound his baby
brother (or sister) to the
back of & chair and is ex-
plaining to his mother who
looks angry.

A teacher is playing the
piano for the children who
are dancing around, each
holding a handkerchief in the
air. One child is lying prone
under the piano bench.

A small boy standing in
front of an officer at a desk
in a precinct court with tears
rolling down his face. An-
other officer writes down the
nature of his crime.

A teacher, around whom the
children with baleful looks in
their eyes have built a high
building block enclosure, is
greeting a surprised looking
parent as she enters the door.

-127-

CARTOON SITUATIONS TEST

Cagtion.

"It's yours for keeps--
until 1 want it."

"Peter is a trifle
over-stimulated, Miss
Gaffney. May he visit
with you until he
calms down?"

"But I had to paint
him grezn, Miss
Johnson...I used all
the purple on Sally."

"Honest, Mom, it
was an accident."

"The children are

all iittle sailboats,
but Gerald forgot his
handkerchief, so he
has to be a gsubmarine.'

"I've come to give
myself up...l threw
the spitball at Miss
Hogan."

(The teacher says:)
"For the first time
this term they are

cooperating beauti-
fully."




APPENDIX B

TEACHER REPORT: SEMANTIC DIFFERENTIALS

Your Name: S — Date:

Person to be described:

1. successful ' ' unsuccessful
2. severe ! ' lenient

3. active ! ! passive

4. obscure ' ! lucid

S. skillful ! ! inept

6. serious ! ! humorous

7. fair ! ' unfair

8. excitable ! ! calm

9, sensitive ! ! indifferent
10. uncritical ' ' skeptical
ll. naive ' ! sophisticated
12. rational ! ' intuitive
13. eccentric ! ' conventional

-129-
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1y,

18.

aloof

eautious
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.....

sociahle

rash:
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APPENDIX C

TEACHER REPORT: STRUCTURED INTERVIEUWS

First lnterview Questions

At this point how do you feel about becoming a teacher?

As a person who is planning to be a teiacher you have probably
given some thought to ideas or attitudes you would like to
develop in the children you teach, jdeals that reflec

your personal convictions. Can you tell me about some »f
these and how you think they might affect your teaching?

People are the same in many ways but no two people are alike.
What are some ways in which you are different from other
people?

1f you were somehow granted the ability to change yourself
in any way you choose in what ways would you like to be
different than you are?

How about your good points? What helps you to be successful

‘in some of your activities?

Think of a teacher you have known whom you hold in particu-
larly high esteem. (Please remember the same teacher you
used on the person description test that you have taken.

If you haven't taken the person description test yet please
remember the teacher whom you describe to me and use him

or her when you answer the test.) Now describe this teacher
to me so that I can understand what sort of person he or

she is and why you feel as you do.

Now try to think of a teacher whom you didn't like, or of
whom you felt especially oritical. (Please remember the
same teacher you used on the person description test that
you have taken. If you haven't taken the person descrip-
tion test please remember the teacher whom you describe to
me and use him or her when you answer the test.) Now de-
seribe this teacher to me so that I can understand what
sort of a person he or she is and why you feel as you do.

You are the teacher in a first grade classroom. You are

-131-
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Appendix C

9.

10.

13,

12,

.,

particularly concerned about one little girl, Alice, because
she seems unusually shy and insecure with the other children.
Another girl in the class publicly accuses Alice of taking
a dollar bill brought for a lunch ticket. Alice tearfully
denies it, caving the dollar she has is one she brought to

'schopl for her lunch ticket. The other child repeats her
accusation, saying she saw Alice take the money,: . What do
*.you think your response would be? " '

’Suppose you are a fourth grade teacher. One of. your pupils,

Jigmy, .has repeatedly tad apparently. peinful gstomach aches,

. usually beginning abou: thirty minutes after schocl starts.

His family physician can find nothing partioulerly 0ong

. .with him physically, and his mother reports that when she
.takes -him homa from schc.l ‘on these -occasions he feels

better and wants to go out to play. -What would be your'

course of action?

:You are a new member ‘of the faculty-of an elamentary school.

Another teacher tells you' that.the third grade teacher has
been spreading rumors that you are using now.proooourol in

- order to get out of some of the routins tasks that have

been customary in this school.. what would you do?

- The mother of one of the chlldren 1n your classroom telle
. the principal that hér  son has failed to learn to read be-
. cause you were inefficient in your teaching methods.. When

the principal calls you into his offioe to get your vereion

" what would you tell hlm?

One of the pupils in 'your séventh grade olaes is openly dis-
respectful and refuses to obey and. cooperate with yon.
What can you do? : .

A student 'is introduced to a variety of new concepts or
ideas, or ways of looking at the worid during his college
career. I would like'you to pick out one important idea
that you have. encountered and then assuming I know nothing
about it try to explaln it to me as olearly as you can.

.Imegzne .that you have - been called in to substitute on the

spur of the moment in a third grade classroom, The teacher

.has asked you to take fifteen minutes to introduce ‘to the

class the concept of gravity. Withoyt .any time for special
preparation, what are some of the things you would do or
talk about to the class?. .

R peen wae
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Appendix C

5.
6.
7,

9.

10.

Third Interview Questions

Think of a teacher you have know whom you held in particu-
larly high esteem., {(Please remember the same teacher you
used in the first interview and on the person description.
test.) Now describe this teacher to me so that I can under-

‘stand what sort of person he or she is and why you feel

as you do.

Now think of a teacher whom you didn't like, or of whom you
felt especially critical. (Please remember the came person
you used in the first interview and on the person descrip-
tion test.) Now describe this teacher to me so that I can

‘understand whac sort of person he or she is and why you

feel as you do.

Now that you've had two semesters with some - experience in
teaching, what are your feelings about teaching?

Suppose you are in your first year of xteaching in an ele-
mentary school. The teachers have met informally to discuss
discipline procedures. A majority of the teachers have come
to the conclusion that, in general, children that consistantly
czuse problems should be turned over to the principal, and

the discipline left to his discretion.. As a member of this
group, what do you think you would say or do in this situ-

at io;‘.?

How would you describe yourself as a person!?
What kind of a person would you ideally like to be?

Suppose that in your fourth grade classroom two of the
library books are reported missing. They can be found no-
where in the room. Susie, whom you have trusted, had signed
out the books, but claims she had returuned them. What

would be your course of action?

1If you are going to retain Jimmy for a second year in your

grade, because he has failed to perform adequately, aca-
demically and socially, how would you commuriicate your

‘decision to the parents? ~

Imagining that such would be possible, describe to me as
specifically as you can what your ideal teaching placement
would be like and how you would ideally like to be as -

a teacher within this situation. :

I would like you to take the concept of electricity, and then,
assuming that I know nothing at all about it, try tc explain
it to me as clearly as you can.
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1.,

Pourfh'fnterv;ew Quostions, L ' f*'- !

‘. - . . . . ) ’ . .y ' o C e
Now that you have ‘been introduced to.your practice teaching
situation will you tell me about :it, especially those aspects

. ‘that seem most important to you.  (If not mentioned: -What

2. .

3.

L

7.

about the cooperating teacher? What about the children
in the room?)

Could. you tell-nme ab'ﬁuch,is'pobiibli‘abbut;jult.what'ybn

‘hope to gain from your practice teaching experience?’

‘What do you think are the most important responsibilities
of the teacher in the classroom? e

How do you feel about assuming these responsibilities? Which
ones will be more:difficult for you and which.ones will
seem easier? (If R omits mentioning either one: And which
ono: w%%l seem more difficult? And which ones will seem
easier | x S : . o

Suppose you are & third grade teacher and you are intro-

ducing & nevw unit in science. One of the boys.who is a very
ble student seems bored and inattentive. What would: be
your - reaction? : o : : - A

Suppose you are supervising a recess period and Mary runs
up to say that Billy is teasing her. While she's talking'
to you Billy runs up and says: "What are you tattling for?
I was only fooling."™ To emphasise his point he gives Mary
a shove and she falls to the ground. Billy runs off as he
sees what he has done. What would you do? S

Just bcfpro class one fall-hdrninz a group of your sixth’
graders is talking with you. Ron, head bowed, slowly approache:

'.ydu. Oblivious to the group he looks up at you.with wet

eyes and says: "My dad was killed in a hunting accident
late yesterday. I wish J'd been on this trip with him." - .
How would you feel and what would you say? (Later, if not
covered: . .How would you respond to the interest and con-

cern of the rest of the class?) o T

You have been very pleased with your second grads class -
and feel that it has been an outstanding group to. work with,
It is the end of the school year and .you are - .annobuncing to
the group that you will be their third grade teacher next
year. At this point Janie, whose ragged clothes and pale,
thin face have concerned you all year, baghfully stands up
and says: "I really like you as my teacher. .I wish.you
were my mother, tooi? “What would be your feelings and what
would you say to her at that moment?
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2.

3.

4.

S.

6.

9.

Fifth Interview Questions

How do you feel about your practice teaching experience this
semester? (Note: pause for answer.) :
a) Did you gain all you expected to from this experience?

How do you feel about your cooperating teacher? (Note:

pause for answer.) |

a) In what ways is she (he) the kind of teacher you would
most like to be?

b) In what ways is she (he) very different from the kind
of teacher you would most like to be?

Tell me about the children in your classroom this semester.
(If R asks "In what way?" say "In any way you wish.")

During your practice teaching you probably had some incidents
occur in your classroom experience with the children which
seem to stand out in your mind. Would you tell me about

one of these which was especially satisfying to you.

‘Would you tell me about another incident in your classroom

experience with the children which seemed very unsatisfactory
to you. (Note: we definitely want an experience involving
children.) ‘

How do you think the children felt about you as a teacher?

(Note: pause for answer.)

a) What incidants or reactions on their part led you to
think this?

Think of a teacher you have known whom you hold in particularly
high esteem. Describe this teacher to me so that I can under-
stand what sort of person he or she is and why you feel as

you do. (Note: if any question is raised about whether

tle teacher mentioned in earlier interviews should be the

one described again, explain "We are interested in anyone

whom you now hold in particularly high esteem.")

Now try to think of a teacher whom you didn't like, or of
whom you feel especially critical. Describe this teacher
to me sc¢ that I can understand what sort of person he or she
is and why you feel as you do.

As a person who is planning to be a teacher, you have proably
given some thought to ideas or attitudes you would liike to
develop in the children you teach, ideals that reflect your
personal convictions. Can you tell me about the most impor-
tant of these and how you think they might affect your
teaching?
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People are the samg;ip.mgny,waya_but no two people are alike.
What are some ways-in‘ which you ave -different from other

.people? (Note:  We want the girl's present feelings. If

any question is raised about what was said in an earlier

interview,. say "We're interested in how yon feel about. '

yourself right now.") o oo
o < e . :

If you were somehow granted the ability to change yoursell"

in.any way. you choose,: in what ways wohld-yoh_Liko:to be

different from the way you are?

'How about your koba.poiﬁts? TWhat”hoipnuybu;tb be successful

in some of your activities?

You are on your way to the audio-visual room with your class.
The children are excited about the prodpedt'of’seeing”this
particular film, and chatter excitedly as they g0. One child
runs ahead to hold the. door and several others follow, "

colliding with a teacher who proceeds to scold the children
severely. . How would you handle this situatiop? '

Can you tell me of an occasion during your student teaching

__when you were rcquested to do or instructed to carry through

something. with your class or a child which was contrary t0
your desires? How did you feal about it and what did you
do? o

During ydub practice"teaching:éxperiencc §qu were'undbubtédly
faced with a problem of discipline. Could you describe this
situation to me, how you felt, and what'yqu_qid?, ' |

Imagining that such would be possible, describe to me as

. specifically.as you can what your ideal teaching placement

would .be 1like.

One day after.mgsié class'a.child asks ynd fq axpiﬁiﬁ ¢£0 her
what music is. What would you say? : SRS S

How do ydu feel about the part your Education 73<75 instructor

. played in helping you to become a teacher?

r
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Sixth Interview Questions

_ e wish we could sit down with you and talk at length about
the experiences you are having this year in your first full-

time teaching. Ve are genuinely interested in your feclings
about it, how it is going, what it means to you, and in general--
what it is like to change from being a student to being a teacher.

However, because we do not want to take too much of your
time, as an alternative to talking with you, we would like you
to write your answers to the questions on the following pages,
and hope that you will write as fully as possible to give us
a clear picture of your present situation as you see it. (Ade-

quate writing space was allotted for each question.)

1. Now that you are teaching full time, what aspects of your
work are most satisfying to you--do you enjoy the most?
Please explain.

2. What aspects of your work do you find most difficult? Please
explain.

3. What aspects of your work do you find least satisfying
(enjoy the least)? Please explain. '

4, What aspects of your work are of greatest concern to you,
that is, worry you? Please explain.

5. How do you feel about the four years you spent at the
University? MNow that you are a teacher, which of the
experiences that occurred in the previous four years do you
think were most valuable or helpful to you?

6. Is there anything else that you would like to share with
us? We would be giad to have any additional ideas or com-
ments that you might have.

May we again express our sincere appreciation of the
time, thought and cooperation ycu have given to the Teacher
Education Research Project. : -
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Seventh Intgrvieq Questiona

- - We are again asking you,to write out answerg to spme ques-
tions, although we would much prefer to sit down and talk with
each one of you, as we are really interested in knowing about: .
. the: expariences you are having. . In answering the.questions on
. the following pages, we hope you will write as fully as pos~ '
sible to give us a clear picture of your present situation

as you .see it., - - L - . .

- If you feel you do not have time to write all you wish
in answering these questions, you may keep the questionnaire .
and mail it back to us.:- (Adequate writing space was allotted .
for each question.). , . o

1. Now that you are almost half way through your first year
of teaching what do you feel, for you, are the most impor-
tant functions of the teacher? :

" Comnsidering what you have just mentioned as being impor-
tant, how satisfied do you feel with the way things are
developing in your classroom?

What are some of the things that are important in hélﬁing
you decide what will be going on in your classrocm in the
-next month or 80?2 : :

In thinking about the children in yéuf-ciassroom what
special concerns, if any, do you have about them? Please
explain fully. . - , : -

Are there children in your room who maka you feel egpecially
good about teaching? thich ones are these? (You may use
numbers from the class list to identify the children.rather
than writing their names.)  Flease explain what it is about
them that makes you feel good.

Are there children in your room who make you feel especially
- frustrated about teaching? . Which ones are these? (You .
may use numbers from the class lis* to identify the children
rather than writing their names.) Please explain what it

is about them that makes you feel frustrated.

In our interview last spring some of you expressed con-
cern about discipline. How has it worked out for you this
year? We are interested in how you are establishing a
working relationship with the children. Are you satisfied
with conditions as they are? If not, how do you hope to
improve the situation?

4

(—) 3O C
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8. What sorts of contacts have you had with the parents of
children in your class? How do you feel about these?

o

-
. ]
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' Egghth Interview Questions

1. Now that you have nearly £inished your first year of full- |
time teaching, how do you feel about it? -
2. Of all the things that have happened this year what exper- [
ijences stand out as the most rewarding?
a) In what ways wers they rewarding?
b) Where there any especially rewarding experiences with
the children? H
3. What were the most disappointing experiences?
a) In what ways were they disappointing? 3
b) Were there any especially disappointing experiences
with the children?
4. With what aspacts of your work as a teacher do you feel ,]
most satisfied? Why? (or) In what way?
5. With what aspects of your work as a teacher do you feel ]
ljeast satisfied? Why? (or) In what way?
6., If you could start the whole year over again, what would i
you do differently? -
a) In what way would you do it differently?
b) Why?
7. How do you feel about the children in your class? ~
a) As you look back does it seem to you that your thinking 1
about children has changed since the beginning of the [
year? ‘
b) In what ways? _
‘ 8. Which children in your classroom appeal to you the most? uy
(Use class list with numbers, list numbers on face sheet.)
Why? (If S says "I 1ike them all." say, I'm sure you do, ]
but we all prefer some people to others. Which ones do a

you tend to prefer?)

9. Which children in your classroom appeal to you the least? }

i Why?
10. Are you teaching the grade you requested in your application? ‘!f
a) (If no) Which grade did you re uest? -
b) How do you feel about this part cular grade?
c) What grade would you like to teach next year? lJ

11. Were there times during the year when you felt you needed i
help or advice? ;
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12,

13.

14,

18.
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a) To whom did you go at times like this?
b) What kind of help did you need?

Here is a 1list of "subjects" or "content areas" which are
part of the curriculum of most elementary schools. (Show
face sheet where subjects are listed.) We would like you

. to rank them in the order in which you enjoy teaching them.

Which one of these do you enjoy teaching the least? (Mark
this #9 on sheet.) Which one do you enjoy teaching the
most? (Mark this #1 on sheet.) If there are other subjects
Tn the curriculum then list those under others and include
in the ranking.

a) Why do you enjoy teaching (preferred subject)
the most?

b) What kinds of things do you do in (preferred
subject)?

¢) Why do you enjoy teaching (least preferred
subject) the least?

d) What kinds of things do you do in ' (least

preferred subject)?

Now let's think about teachers. Ve would like you to de-
scribe the kind of teacher you would ideally like to be.
a) In what ways do you feel that you have been able to
be the kind of teacher you would like to be?
b) In what ways do you feel you have been unable to be the
xind of teacher you would like to be?
¢) Why? (or) Uhat prevented you from being this kind
of teacher?

We have talked a great deal about you as a teacher, but

we are also interested in you as a person. How would you

describe yourself at this point?

a) How would you like to change if you could?

b) Which of your qualities or characteristics do you value
the most? Why?

By this time you are probably aware that one of the dif-
ferentials in the Teacher Education Research Project was
the manner in which your Education 73-75 course was taught.
Do you feel that this experience made any difference to you
as a person or a teacher?
a) How do you feel about the observations (TERP, that
were made during this year? Were they typical of what
went on in the classroom at other times?
b) Do you have any other feelings you would like to ex-
press about being a subject in this project?
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TEACHER REPORT: TEACHER COMMUNICATION SCALE (ACTUAL)

Instructions: - Place a check in the space ‘which you thlnk de-
scribes you best as you are at the present
time,

.YES ves no NO

1. Some.teachers can give Am I like this?
pupils the facts about
many things.

2. Some téachers ask lots of|Am I like this?
questions about things in
school.

3. Some teachers suggest Am I like this?
different things so

- pupils can choose for

themselves.

18 4, Some teachers ar~ too Am I like this? :
| busy to notice when |
pupils need help.

§. Some teachers ask how Am I like this?
- pupils think things
bL should be done.

| 6. Some teachers tell " . |Am I like this?
| pupils exactly what
to do.

a 7. Some teachery make a Am I like this?
, pupil feel as if they
U - don't like him.

kJ -143-
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YES yes no NO

Some teachers ask pupils
how they think and feel’
about things.. .

Am I like this? |

Some teachers let pupils

- knew how they feel and
" - think about things.. - -

Am I like this?:

10,
" pupils when they want

Some teachers listen to

""te tell them something.-

Am I like this? -

11.

—pe

Somo-feachers can ex-
plain things clearly,

Am I like this?

- 00 i oume LI TR

12.

S&ma teachers;maké'
pupils feel as if they
were their friend.

Am I like this?

)

L

v ape L T TR TY ey
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TEACHER REPORT: TEACHER COMMUNICATIQN_SCALE (IPEAL)

Instructions: Place a check in the space that describes. you
‘best as you would like to be, or as you hope
that you may become, sometime in the future.

YES yes no NO
S

1. Some teachers can give Do I want to be
pupils the facts about like this?
many things.

2. Some teachers ask lots Do I want to be
of questions about things|like this?
in school.

3. Some teachers suggest Do I want to be
different things so like this?
pupils can choose for
themselves.

4., Some teachers are too Do I want to be
busy to notice when like this?

pupils need help.

5. Some teachers ask how Do I want to be
pupils think things like this?
should be done.

6. Some teachers tell Do I want to be
pupils exactly what like this?
to do.

; 7. Some teachers make a Do I want to be
B pupil feel as if they like this?
t don't like him.

8. Some teachers ask pupils |Do I want to be
how they think and feel |like this?
about things.
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.YES. yvas no NO

pupils feel as if they
were their friend.- £

9., Some teachevs let pupils |Po 1 want to be- ‘'’
know how they feel and.. | like this? ‘.
think about things. - N : :
10. ~Some teachers listen +o |Do I want to be
- pupils when they want . like this? -
to tell them something.. | - -
11. Some teachers can ex- LDo I want to be
plain things clearly. - like this?
12, Some teachers make Do I want to be 1
like

this?

J

r-

— OO O &3 O3 = &3

L

| —
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TEACHER REPORT: CHILDREN'S COMMUNICATION SCALE

Instructions:

Place each pupil's number in the gclumn which'
you think describes him best. Rate each child
on each item.

1. Some children let you know they like you no matter what

happens.

YES yes ‘no ' NO
Very much A little bit Not much Not at all
like this!

like this!

L e

lixe this! like this!

2. Some children listen to you when you want to tell them

something.

YES yes no NO
Very much A little Dbit Not much Not at all.
1ike this! like this! like this! like this!

~147-
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3. Scme children make you feel as if they don't like you.

YES .
Very much
like this!

pE——

. yes

"A little bit |
.. like this!

like this!

no
Not much

NO
- Not at all
like this!

s

?.: Scmiichildien givé'suggdstions.f '

.
i

Fﬁ YES yes no . NO
Very much A little Dbit Not much Not at all
like this! like this! 1ike this! like this!
5. Somé ¢hildren don't answer when you talk to them, " - %"
; vEs y;;...". - ST R T
] Very much A little bit Not much Not at all
like this! like this! like this!

] 1ike this!

}L

T

0
|
|
[
|
[
[l
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6. Some children ask you how you think and feel about things.

YES yes no NO
Very much A little bit Not much Not at all
like this! like this! like this! like this!
7. Some children tell others what they should ‘do.
YES yes no NO
Very much A little bit Not much Not at all
like this! like this! like this! like this!

8. Some children are always asking how things should be done.

YES
Very much
like this!

yes
A little bit
like this!

no
Not much
like this!

NO
Not at all
like this!
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TEACHER kEPORT: _CHILDREN'S BEHAVIOR
CHARACTERISTICS SCALE

Instructions: Presented here are some items which refer to
different aspects of children's behavior in
school. To rate a child, put his number in the
column that you think is most appropriate, the
one that describes him best. Please repeat
this procedure for each item, and please rate
each child in the class on each item. |

1. Some children are good at starting games and getting things
going. They think of interesting things to do.

YES yes no NO
Very much A little bit Not much Not at all
like this! like this! like this! like this!

2. Some children quarrel and argue a lot.

YES - yes no NO
Very much A little Dbit Not much Not at all

like this! like this! like this! like this!

~161-
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3. Some boys and girls are too shy to make friends easily.

YES ., . yes ) no NO
Very much -~ A 'little bit - Not much ¢ Not at all
like this! like this! .- 1ike- this! like this!

4, Some children are good ai'gémes;

: . .than most children. .

. - . ...

' They~p1ay;thém Seftuf

. ome. . -

' YES' iyes - ne: S ONO: e
Very much’ - A little bit | Net much - " Not-atx-all -|.
like.thisl. .| .like.this! | . 1like this! _. {.1like this! |
e e Lo ) e

¥

- e an .o
t

$.

5....Some children.are. bossy. They always try .to .run things. _
their own way. . .

. - YES
Very much ...
.1ike this!

. yes .
...A.little bit
like this!

no
... Not much .
like this!

.1 ._Not at_all I

.
T - . -

NO .
" like this!

WOV G P IR n . S arm e «o B .
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6. Some children are bashful and don't like to recite in class.

-153-

-

.

YES
Very much
like this!

yes
A little bit
like this!

no
Not much

like this!

NO
Not at all -
like this!

7. There are some children whom everybody likes. They have
a lot of friends.
YES yes no NO
Very much A little bit Not much Not at all
like this! like this! like this! like this!

8. Some children get mad easily, and lose their tempers.

YES
Very much
like this!

yes
A little bit
like this!

no
Not much
like this!

NO
Not at all
like this!
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9." i Some boys and girls stay out of games, and. don't.play much,
with other children. ' ~

YES - | .yes o . | N0 .|
Very much A little bit |- Not much . Not, at. all |
like this! |  like thisl 1ike this! like ‘this! -
B ) - S I
oA
Lo

|
{
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TEACHER REPORT: CHILDREN'S PERSOUNALITY FACTORS

Instructions: This rating instrument consists of eight per-
sonality factor scales. Each scale is repre--
gented by a series of five spaces with descriptions
at the extremes of each scale. To rate a child,
place his identification number in the space
which you think corresponds to his location on
the scale. Please rate each child in the.class
on each of the scales.

Avoid the assumption that either end of any
scale is "good" or "bad." Experience has shown
that either end of a scale can be good or bad,
depending upon the criteria against which. one
is using the factor ratings.

THESE THESE THESE THESE THESE
CHILDREN CHILDREN CHILDREN CHILDREN CHILDREN
ARE MOST ARE SOME-  DEMONSTRATE ARE SOME- ARE MOST
LIKE THIS. WHAT LIKE  THESE WHAT LIKE LIKE THIS.
THIS. TRAITS ABOUT  THIS.
EQUALLY.
A.

Critical, stiff, aloof, Warm, outgoing, sociable,
precise, suspicious, good-natured, ready to
vrigid, reserved, cold, cooperate, readily laugh,
prone to sulk, like to goft-hearted, casual,
work alone. adaptable, enjoy social

& recognition.
{ -155-
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C.
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o

Emotionally immature,
excitable, worrying,
gets into fights and
accidents, quitting,

. evades responsibility,
changeable in attitudes
and interests.

E,

Emotionally mature,
stable, constant in

“interests, calm, realistic,

does not get into dif-
ficulties.

Submigsive, dependent,.. .

kindly, soft-hearted,
sensitive, easily upset,
conventional, conforming.

F.

Assertive, self-assured
independent-minded, hard,
stern, aggressive,
unconventional, rebellious.

Sober, depressed, glum,
serious, silent, intro-
spective, languid, slow,
incommunicative,
pessimistic.

Gay, talkative, enthusi-
astic, happy-go-lucky,
quick and alert, expres-
gsive, optimistic.
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G.

<157~

Undependable, demanding,
impatient, quitting,
fickle, disregard obli-
gations to people.

H.

Conscientious, determined,
perservering, responsible,
attentive to pcople and
rules.

Timid, threat-sensitive,
withdrawn, careful,
retiring in face of
opposite sex, restrained.

0.

Adventurous, likes meeting
people, carefree, active,
overt interest in opposite
sex, impulsive.

Secure, confident,
cheerful, resilient,
expedient, vigorous,
complacent.

Worrying, discouraged,
lonely, moody, strong
sense of duty,
hypochondriacal, guilt-
prone.
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Composed, relaxed, - ' Tense, féétieésij.aptiVe;q
low tension drive. feel frustrated, irritable. -

—
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CHILD REPORT: TEACHER COMMUNICATION SCALE (ACTUAL)

Insfructions: Will you please put a mark in the space that
tells best what kind of a teacher you have.

YES yes no NO

1, Some teachers give you -Is my teacher
the .facts about many like this?
things, |

2. Some teachers ask lots Is rry. teacher

. of questions about like this?
things in school.

3. Some .teachers suggest Is my teacher
different things so ysu | like this?
can choose for yourself. :

4, Some teachers are too Is my teacher
busy to notice when like this?
you need help.

5. Some teachers ask you 1s my teacher
how you think things like this?
should be done.

6. Some teachers tell Is my teacher
you exactly what to like this?
do.

7. Some teachers make you Is my teacher
feel as if they don't like this?
like you.

-159-
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s

8. Some teachers ask you Is my teacher
how you think and feel like this?
about things. ' '

1

|
YES yes no NO [
[
L

g, Some teachers let you 1s my teacher
know how they feel and like this?

~* think about things

10. Some teachers listen to | Is my teacher - | | - | _
"you when you want to like this? . 1
tell them something, y e S S DU
1l1l. Some teachers can .8 my teacher | |~ ; ' ]
- explain things clearly. like this? - ' | -

¥ . T TR L -...«# . - ]
. . A K3 ) .

12. Some teachers make you | Is my teacher ‘| -~ [ |
feel ag if they were like this? | - | |- -
- your friend. : : - 1
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CHILD REPORT: TEACHER COMMUNICATION SCALE (IDEAL)
Instructions: Will you please put a mark in +he space that
cells best what kind of a teacher you would
like to have.

YES yes no NO

1. Some teachers give you Would I like a
the facts about many teacher like
things. this?

2. Some teachers ask lots Would I like a
of questions about teacher like
things in school. - | this?

3. . Some teachers suggest Would I like a

different things so you teacher like
can choose for vourself. this? -

4. Some teachers are too Would I like a
busy to notice when teacher like
you need help. this?

5. Some teachers ask you Would I like a
how you think things teacher like
should be done. this?

6. Some teachers tell Would I like a
you exactly what to teacher like
do. this?

7. Some teachers make you Would I like a
feel as if they don't teacher like
like you. this?

8. Some teachers ask you Would I like a
how you think and feel teacher like
about things. this?
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‘'YES yes no NO
9. Some td;éhpﬁ;‘lcf you Would . I like-a i
know how they feel and teacher like
think about things. this? 3 i
10. Some teachers listen to | Would I 1like a -
you when you want to teacher like
tell them something. this?
11, Some teachers can Would I like a”
explain things clearly. teacher like . J
this?
12, Some teachers make you'“ Would I like a— '
feel as if they were teacher like ..
your friend. thisg? Lk

-------
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CHILD REPORT: PEER COMMUNICATION SCALE

Instructions: After reading the sentence, please put the numbers
of the boys and girls in the boxes that you

think belong there. 3

1. Some children let you know they like you no mafter what
happens. Who are they?

!
I
i
|

2. Some children listen to you when you want towteil them
something. (/ho are they?

3. Some children make you feel as if they don't like you.
Who are they?

4, Some children offer you ideas, but let you decide for your-
self. Who are they?

l

§. Some children don't answer when you talk to then.
they?
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. k v

.

6. Some children ask you how things seem to you. Who are they?

7. Some children tell you what you should do.' Who are they?
C N I . B N N d o el el oo
m——t ’ T r— - 1 .-
. - -l “ ‘ '“.'
8. .Same children.ask .you how you. think .things. should be done.
"Who_are they? ' '
4 .-k . . vem o w o .-».V e om oo fle o
» 1 - IS .
‘ PENGER
|
E - - .- - - - e - -
| . R

J
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CHILD REPORT: PEER BEHAVIOR CHARACTERISTICS SCALE: -

Instructions: After reading the sentence, please put the num-

bers of the boys and girls in the boxes that you
think belong there. - - :

x a8

1. Which children are good at starting games and getting things
ggin%, tpe ones that think of ggﬁerestin thin§s to do?
! :
l .
2. Which children quarrel and argue a lot?
3. Who are the boys and girls that are too shy to make friends
easily? _
4. Which ones are good at games; they play them better than
most children?
5. Which chilcren are bossyj; they always try to run things

their own way?

~165~-
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Which children are bashful, and don't like tc recite in
classg? : . ,

S

—
)

1

T,

‘Which - -are the ones: tha

~of friends

t .everybody likes; they bave a lot

. . .
. .l..
- "

1

. .
- p—

"Whi¢h children get

the easiest, and 1o

9.

‘Who dre*thc boys and girls that stay out Qf.l!@?#g they

.don't-glgz much with the othor'children? A

‘e ' Ly

s JY omns [ e S e I e [ e g —— Y S




APPENDIX X

CHILD REPORT: CHILDREN'S BEHAVIOR CHARACTERISTICS
SCALE (ACTUAL) |

_YES yes no NO

Some children are good
at starting games and
getting things zoing.
They think of interest-
ing things to do.

Am I like this?

2.

Some children quarrel ..
and argue a lot.

Am I

like

thisg?

3.

Some boys and girls are
too shy to make friends
easily.

Am I

like

this?

4.

Some children are good
at games. They play
them better than most
children.

Am I

like

this?

5.

Some children are bossy.
They always try to run
things their own way.

Am I

like

this?

6.

Some children are bash-
ful and don't like to
recite in class.

Am I

like

this?

There are some children
that everybody likes.
They have a lot of
friends.

Am I

like

this?

-167-~
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YES yves no NO

8. Some children get mad Aﬁ I iike this?
easily, and lose their
tempers, . .. o o.toL ot s

4 "‘0 | .o ~
[y * . [ -

9. Somg boys:-and girls Am I like this? | | |. |- { -
- gtay-out of games, and T neo ‘
don't play much with ..} . - :
other children. Lo -] —‘

camm P Lens imeabse e AR S0y S St iney BAS ¢
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CHILD REPORT: CHILDREN'S BEHAVIOR CHARACTERISTICS
SCALE (IDEAL).

YES yes no NO

1. Some children are good Do I want to be
-at--starting games and like this?
getting things going. e -
They think of interest-
ing things to do.

——

2. Some children quarrel Do I want to be
and argue a lot. like this?

R

3. Some boys and girls are | Do I want to be
too shy to make friends | like this?
easily.

4. Some children are good Do I want to be

at games. They play like this?
them better than most
children.

5. Some children are bossy. | Do I want to be
They always try to run like this?
things their own way.

6. Some children are bash- Do I want to be
ful and don't like to like this?
recite in class.

¥ 7. There are some children | Do I want to be
that everybody likes. like this?
They have a lot of
friends.
8. Some children get mad Do I want to be
easily, and lose their like this?

tempers.
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APPENDIX L

CHILD REPORT: SCHOOL ATTITUDE SCALE

Instfuctiohs: Will you please put”a mark in the
best how you feel.

space that tells-

YES yes no NO

1. I enjoy most of the Do you feel like
things I do in school. this?

2. i”dbnff 1ike some of Do you f&el 1ikc'."'
the things we study this?
in school.

3. I like to work hard Do you feel like
in school. this?

$. I would like to move Do you feel like
to another classroom this?
if I could.

§. It is fun tc learn the Do you feel like
things we study in this?
school.

6. I am glad to be in this Do you feel like
class. this?

7. Sometimes I feel like Do you feel like
staying away from this?
school.

8. Everything we do in Do you feel like
gchool is interesting this?

to me.
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YES yes no NO

N

9. I think school is a Do y&u feel like
waste of time. = this?

10. ' Learning is:just & - { Do you:feel like | .. | {-
lot of hard work. this? SRR

11. I don't like ail the | Do you feel like
. hard work. we have -in thig? R 4
school. S . | |

l. .
. . S
1 .
. .o . . . . . . . .
amp— : e —— _4..‘.‘ . o
1. - . .-

12, Lo@rnina new things - ‘Do you feel like | . oo
; is a lot like a game. this? PR b
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- - - . onve . =@
te . .
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H 3 ,
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APPENDIX M

CHILD REPORT: PEER CHOICE RATING

Sociometric Card Sort Directions

I. Introduction: "I would like to find out which children
in your room you like to play with. I have some cards with
the (NAMES) (pictures) of the children in your room on them.
Wle are going to sort these (NAMES) (pictures) so that you
can tell me whether you like to play with these children
or not." The children will look at each card and sort it
as instructed.

II. Sort 1: "If you like to play with these children whose {
) (pictures) you see, place them on top of the BIG
YES envelope. If you do not like to pla with these children |
whose (NAMES) (pictures) you see, place %hem on top of the

BIG NO envelope." (The BIG YES envelope should be on the
left, the BIG NO envelope on the right.) "Now move the BIG
NO envelope way up in the corner of your desk away from
you.,

Now these are the (NAMES) (pictures) of the children you

said you like to play with. Maybe there are some of the
children in this group that you especiall like to play with,
or that you like to play with more. T want you to Eoo% at
these (NAMES) (pictures) again. For the children you espe-
cially like to play with, place them on top of the BIG YES
envelope, and for the others place them on top of the LITTLE
YES envelope. Look at them one at a time and then place
them on the BIG YES pile--especiilly like to play with--

or on the LITTLE YES pile--like to play with. Place all

of the (NAMES) (pictures) in the two envelopes." (When
this sort is finished, turn in the three envelopes.)

[ III. Sort 2: "Now you have a BIG YES and a LITTLE YES envelope.
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